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Abstract 
 
 
Previous research has shown that the English article system poses a great challenge to second 
language learners of English. Thus, this current study aims at understanding the difficulties 
first year Libyan students have in acquiring the English article system by using the following 
three steps. 
 First, the Contrastive Analysis Hypothesis (CAH) was adopted to compare the article system 
in both English and Arabic. This procedure was employed in order to predict the difficulties 
that Libyan learners might be confronted by. Therefore, based on CAH, several difficulties 
were predicted. Moreover, because there are different opinions between researchers from the 
Arabic world and those from the west regarding the effect of L1 in the acquisition of 
grammatical items, this study tests what role L1 may play when L2 Libyan learners of English 
acquire the English article system. 
The second part aims to investigate the effectiveness of two kinds of article instruction: an 
implicit teaching strategy (i.e. textual enhanced input) and an explicit teaching strategy 
(deductive teaching) with an evaluation of the long-term effects. These teaching strategies 
were compared in order to:  
1. Measure the effectiveness in using the English article system appropriately,  
2. Measure grammatical development using t-unit,  
3. Measure lexical diversity using TTR. 
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The experiment was administrated to three groups of ESL first year students at Garyounis 
University in Libya. One group (TEI) received instructions based on an input enhancement 
strategy. In order to direct the learners’ attention to the target features, the researcher 
manipulated the learners’ input with the aim of provoking development by deliberately 
engaging awareness and trying to increase the learners’ attention.  
The second group (DT) was instructed based on the deductive teaching strategy. It was 
instructed in accordance with two popular grammar books, specifically ‘Essential Grammar in 
Use’ by Murphy (1998) and ‘Oxford Practice Grammar’ by Eastwood (1999). The third 
group, the (CG) served as the control group and received exposure to language through 
reading passages. The procedure of this group was similar to that of the (TEI) group, with the 
only difference being that the articles in the texts for this group were not enhanced.  
All three groups were given a similar article test three times as the pre- test, post- test 1 and 
post-test 2. The pre-test was given prior to the treatment so that the results of the test served to 
ascertain a baseline for all groups. Then, eight weeks later, after the treatment was finished, 
post-test 1 was immediately given, in order to measure proficiency gains; post-test 2 was given 
to the students six months later to distinguish the long term effects on the learning process. 
 With regards to the effectiveness of using the English article appropriately, the results showed 
that group DT improved from pre-test to post-tests 1& 2. The scores that were above chance in 
post-test1 & 2 were better than those in the pre-test. In the TEI group, the scores which were 
above chance, slightly improved from pre-test to post-tests 1 & 2.  For the CG group, the 
scores in post-test 1 which were above chance, improved slightly from pre-test and that the 
scores in post-test 2 reduced from those of the pre-test. 
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The measurement of lexical diversity was undertaken using TTR. The results showed that both 
groups TEI and CG presented better results (i.e. development in students’ writing) than the DT 
group in post-test 1. In post-test 2, only the TEI group improved significantly. This result 
suggests that the TEI group remained unchanged after 6 months of instruction. 
The third part of this study analyzed and classified learners’ errors. It confirmed the types of 
errors predicted previously in chapter 3: omission of a/an/the, unnecessary insertion of a/an / 
the and confusion between a and an. The results revealed that the percentage of omission of 
a/an was higher than the omission of ‘the’, and that the percentage of unnecessary insertion of 
a/an/the was less than the omission of a/an/the. 
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Chapter 1 
1.0 Introduction 
 
This chapter presents the background to the study, problems relating to the study, the study 
objectives, research questions, the significance of the study, an outline of the study together 
with its scope and limitations. Moreover, it offers an idea as to how and when English is 
currently taught in Libya. 
1.1Background of the Study 
Several recent studies (e.g. Atay, 2010; Crompton, 2011; Kao, Chian, 2013), which examined 
the nature of second language speakers' interlanguage have concentrated on the acquisition of 
the English article system. There have been two major reasons for this concern. Firstly, 
English articles present difficult semantic and syntactic properties that take some time to 
comprehend. This permits researchers to follow the development of learners' knowledge of 
these properties as proficiency rises. Secondly, languages vary in terms of whether they have 
article systems or not. Such dissimilarities between languages allow researchers to assess the 
impact of L1 knowledge on developing knowledge in L2. 
The misuse of the English article system is a major problem for L2 learners in general and for 
Libyan learners of English in particular. This study aims to examine the causes behind this 
difficulty. Numerous studies have attempted to account for the particular challenges pertaining 
to second languages. The first is Contrastive Analysis Hypothesis (CAH) of which there are 
two versions. The first, (the strong version) compares two languages, and analyse them, with 
the purpose of discovering the similarities and differences between them. It claims that the 
difficulties that learners face are reflections of their native language. That is, L2 learners 
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transfer rules of their L1 and implement them into L2. Furthermore, CAH may allow 
researchers to predict and identify errors made by L2 learners. In the present study, systematic 
comparisons of Arabic and English articles are made in order to predict errors that Libyan 
learners of English might encounter. 
The second version of contrastive analysis hypothesis drew on the errors that learners make 
and explained their occurrence by pointing to the similarities and differences between L1 and 
L2. Although CAH was produced in the 1940s, it is now used in some studies with the aim of 
figuring out whether it can help researchers in predicting some errors and understanding L2 
learners’ difficulties in the process of learning.  A contrastive analysis of English and Arabic, 
for example, may reveal to the analyst all these dissimilarities between the two languages. 
Moreover, although CAH was criticised by some researchers, most of the criticism was on the 
part of predictability power and interference from L1. Some researchers claim that CAH may 
play a role in the field of language description and teaching/learning materials. Consequently, 
this study adopts CAH, in order to discern whether it might assist predicting errors that Libyan 
learners of English may make. 
 
As this study analyses the errors that Libyan learners may make in learning the English article 
system, an overview of error analysis is required. 
The emergence of Error analysis (EA) became the optimal option in preference to contrastive 
analysis from the 1960s up until recently. This did not entail an absolute rejection of 
contrastive analysis; this method still remains, as it provided a means of analysing errors. 
Corder (1967), Gass and Selinker (1994), Wetzork (2000) and Johnson (2001) claimed that EA 
is of considerable significance, as it is concerned with the learner’s developing language. They 
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suggested that when researchers classify learners` errors, they learn more about the process of 
SLA by adopting learning strategies that learners use to acquire a language. Moreover, EA 
shows the stage the learner has reached in the process of learning, what kind of difficulties are 
being faced and consequently, how these problems can be solved. There are two key types of 
errors: interlingual errors, (those which occur due to the interference of L1 into L2), and 
intralingual errors, (those which occur due to the inadequate or partial learning of the target 
language such as overgeneralization and oversimplification). More details are given in chapter 
2. 
The study of errors has had an enormous impact in the field of second language learning. 
Some researchers (e.g., Corder, 1967, Johnson, 2001 and Abi Samra, 2003) present three 
views for this impact. Firstly, errors that learners make should not be considered as evidence 
of failure. They should be viewed as a mark of students’ learning progress. Secondly, errors 
provide facts about how a language is learnt. Thirdly, errors are seen as devices by which 
students are able to determine the rules of the target language. That is, learners of a second 
language occasionally apply previously acquired rules to the target language without proper 
knowledge of their application. Consequently, they make errors.  
Although various research methods have been suggested and carried out to learn facts about 
second language acquisition, both CAH (from the 1950s) and EA (from the 1960s and 1970s) 
have been used in numerous recent studies. In fact, contrastive analysis and error analysis 
complement each another, in the sense that the predictions made by the contrastive studies can 
be verified and corrected by the results obtained in the error analysis. 
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In the literature, few studies have focused on errors made by Arab learners in the use of the 
English article system. The majority of other studies of Arab learners have in general 
concentrated on verbal morphology. Those which concentrated on the English article system 
have led to considerable disagreement as some of these studies (e.g., El-Sayed, 1982 and 
Crompton, 2011) suggested that interference is the key source of errors in the use of articles by 
Arab learners of English, whereas other studies (e.g., Bataineh, 2005 and Al-maloul, 2014) 
showed that overgeneralization and developmental causes were the crucial causes of errors. 
Therefore, this study is carried out to ascertain what might cause errors in the uses of the 
English article system by Libyan learners of English. 
Moreover, teaching grammar in general in foreign language classrooms and the English article 
system in particular has become the main issue of debate amongst linguists and teachers. One 
side of the debate is in favour of learning grammar implicitly in a meaningful context of 
natural speech with extensive exposure to the target structures. The other side of the debate 
supports the use of explicit grammar instructions in a decontextualized manner, which 
concentrates on the conscious learning of grammatical structures through formal instruction.  
Several researchers (Ellis, 1994, 2001; Nassaji & Swain, 2000) supported explicit grammar 
instruction, for the reason that there are some grammatical forms which are difficult to learn 
even in context and therefore, are better acquired if they are taught using explicit instruction. 
Word order and determiners (this, that, these, those, a, an, the) can be instances of such 
challenging grammatical forms (Lynch, 2009). 
On account of the debate regarding whether to teach difficult grammatical items to L2 learners 
or not, the present study  adopts two teaching strategies to examine which is preferable for 
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teaching the English article system to Libyan learners of English in particular and to L2 
learners in general. 
1.2 Objective of the Study 
The present study aims to examine the following: 
1. As the English article system has been proven to be difficult to acquire by some second 
language learners, the present study is an attempt to establish why the acquisition of the 
English article system is a difficult process for Libyan learners of English. In order to 
achieve this aim, the Contrastive Analysis Hypothesis was adopted. The researcher 
believes that it may assist her to predict learning difficulties, analyse errors and 
ascertain what role transfer may play in acquiring the English article system by first 
year Libyan learners of English. This hypothesis assumes that the similarities between 
two languages may facilitate the process of learning and the differences between them 
may hinder it. Based on this theory, the differences between English and Arabic with 
regard to the article system may be problematic and lead Libyan learners to negatively 
transfer the rules of their mother tongue and apply them into the target language. A 
collection of texts has been used in order to systematically compare similarities and 
differences in article uses in both languages. (More details are presented in due course). 
2. Some researchers (e.g. Liu et al. 1998, Silva, 2008 and Heydari, 2012) claimed that 
mother tongue interference might primarily be a main cause of difficulty in learning a 
second language. The present research is seeking to examine whether interference (i.e. 
negative transfer) has a role to play in the acquisition of the English article system by 
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Libyan learners and whether the difficulties encountered in learning the English article 
system can be attributed to mother tongue interference? 
3. The present study examines what errors in the English article uses might be the most 
frequent and why.  
4. A further objective of the present study is to analyse the errors that Libyan learners 
may make whilst learning the English article system. The errors of Libyan learners are 
analysed based on Error Analysis (EA), as it shows that, when errors are analysed and 
classified, additional facts about the process of SLA emerge through implementing 
learning strategies used by learners to acquire a language. Moreover, it is hoped that 
this study will assist EFL instructors to become familiar with the most repeated errors 
made by EFL learners leading them to make more objective choices in adopting 
appropriate teaching strategies, with the purpose of assisting learners to obtain better 
learning. 
5. One of the reasons that might affect the process of mastering the English article is the 
teaching strategy that instructors follow in their teaching. With regard to the endless 
debate in the literature about teaching strategies that assist L2 learners of English to 
master grammatical rules, the present study may well add a contribution to the 
literature by showing which teaching strategy should be implemented in Libya to teach 
the English article system to first year Libyan students at Garyounis University in 
Benghazi, Libya.  In the literature, various opinions are expressed regarding grammar 
instruction to second language learners. Some advocate formal and systematic attention 
to isolated linguistic forms through rules, drills and error correction; whilst others 
reject such techniques and support unconscious natural language exposure similar to 
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that of children acquiring their mother tongue language. Other opinions state that in 
order for acquisition to take place, learners should pay attention to linguistic forms and 
meaning whilst, at the same time, they should be provided with enhanced input 
techniques in context to assist them to notice the target forms. The researcher adopted 
two teaching strategies, namely, deductive teaching, (an explicit teaching strategy) and 
textual enhanced input, (an implicit teaching strategy) with an evaluation of the long 
term effects. (More details about these teaching strategies, how they are performed and 
the participants are presented in chapter four). 
6. This study seeks to recognize what aspects other than the English article system the 
students made progress in during and after the instruction. That is, what benefit each 
group had from the teaching strategy it was taught with?  In order to comprehend such 
benefits, two measurements were used:  
 T-unit in order to measure grammatical development and 
 Type-Token Ratio (TTR) to measure lexical development. 
1.3 Research Questions 
The study seeks to answer the following questions: 
1. What role learners’ L1 may play in the process of learning L2? 
2. What are the types of errors Libyan EFL students may encounter when they use 
these articles? Why? 
3. What article use might be problematic (overused/underused) to acquire and 
why? 
 
 
8 
 
4. Which teaching strategy (explicit deductive teaching or implicit textual 
enhanced input) can improve Libyan learners’ ability regarding article use? 
5. What benefits does each group obtain from the teaching strategy that it was 
taught with? In other words, which teaching strategy assists Libyan learners to 
gain grammatical and lexical development? This question assists the researcher 
to gain a wider perspective in relation to linguistic development. 
1.4 Significance of the Study 
Employing Contrastive Analysis Hypothesis, Error Analysis, and two reaching strategies, this 
study is seeking to identify the following: 
1. Use of CAH, as the researcher thought that it would assist her to predict some 
learning difficulties and determine what role transfer may play in acquiring the 
English article system by L2 Libyan learners of English. 
2. Use of EA, in order to establish and analyse the errors that Libyan university 
learners may make when learning the English article system. 
3. It is hoped that the research will be beneficial to teachers in that it may help 
them choose the most appropriate teaching strategy (explicit or implicit) and 
accordingly, enable them to plan their lessons in such a way as to motivate their 
students, increase their attention to articles positively and meet their needs. 
Additionally, it is hoped that the present study will investigate the advantages 
and disadvantages of the teaching strategies involved for learners in order that 
the ESL instructors are more receptive towards the kinds of learning that their 
learners favour.  
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4. It is also hoped that the results drawn from this study will assist future research 
in the field of methodology. 
As previously mentioned, the present study has two levels in respect of its objectives. On the 
one hand it seeks to understand more facts about the difficulties encountered by intermediate 
Libyan learners in a classroom setting, in particular in learning the English article system and 
the challenges experienced, likewise, by L2 learners in general. Conversely, it tests two 
teaching strategies, (implicit and explicit teaching strategies) to ascertain which is better for 
teaching the English article system. The second objective, (i.e. testing teaching strategies) 
refers to some information concerning how English is taught in Libya and offers additional 
facts about English language teachers in Libya. The following section presents further details. 
1.5 Teaching English Language in Libya 
 In Libya, English is not used as a daily language or in official locations such as schools and 
universities. Consequently, it is treated as a foreign language. English is taught for three years 
at preparatory schools where students are aged around twelve. It is an obligatory subject with 
approximately four classes per week and each lesson lasts forty-five minutes. 
 
In the secondary stages, English is taught in a variety of time scales in accordance with the 
students’ major. At this stage, which takes three years, students are streamed into Sciences, 
Arts or Economics, according to the discipline in which they want to major. All groups are 
taught the same subjects on the curriculum, each with a different emphasis and orientations, 
dependent on their field of specialization. Class sizes are relatively large and vary between 
approximately thirty to forty students per class. This stage prepares students who intend to join 
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English departments at university. At university, students are selected following a placement 
test and as a rule 200 to 300 students are chosen each year.  
1.5.1 Teachers of English in Libya 
 Teaching English in the preparatory and secondary stages is performed mainly by 
Libyan teachers who gained their academic qualification (four years) in Libya. At 
university, some teachers come from Arab countries such as Iraq and Egypt whilst 
others are Libyan teachers who obtained their PhD degrees from countries such as 
United States and the United Kingdom.  
1.5.2 Some Obstructions and Contextual Issues 
 The students’ exposure to English and the chance to use it for communication purposes 
is very limited due to the fact that their training took place away from an English 
environment. Moreover, they learn English only in the classroom and have no access to 
films or the internet. 
 The communicative approach and focus on form teaching strategies have recently been 
introduced in Libya and many teachers have little information on how to use them. 
 A number of schools suffer from a lack of teaching equipment such as laboratories and 
tape-recorders. 
 Students lack the opportunity to interact inside the classroom due to two factors:  lack 
of time and overcrowded classes. 
 Students have limited opportunities to use English outside the classroom and when 
they join together in conversation, they speak Arabic (their first language). 
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1.6 The Organization of the Study 
The present study is organized as follows. 
 Chapter one is an introduction to the study which includes the background, a statement of the 
problem, research questions, and the objectives, significance and an outline of the study . 
Chapter two presents a review of the literature in three parts: The Contrastive Analysis 
Hypothesis, Error Analysis and two teaching strategies, specifically, deductive teaching and 
textual enhanced input. In accordance with the comparisons being made in the present study 
between the English and Arabic article systems to predict learning difficulties, this chapter 
commences with a discussion on the subject of the Contrastive Analysis Hypothesis. The 
literature viewpoint about this hypothesis and the criticisms that it encountered are presented. 
The criticism of CAH led to the emersion of Error Analysis. As Libyan learners may make 
errors whilst learning the English article system, analysis is required, thus, the second part 
presents details on the subject of Error Analysis offering definitions of errors, the role that 
errors play in learning, classification of errors, interlingual vs. intralingual errors, and 
procedures of errors.  
As both CAH and EA were criticised and abandoned, the present study attempts to establish 
the reasons behind such criticisms. 
Two teaching strategies DT and TEI were adopted to teach the English article system to first 
year Libyan students at Garyounis University in Benghazi, Libya. Hence, various opinions 
with regard to these teaching strategies are provided in the third part of this chapter.  
Chapter three consists of three sections. The first section presents definitions in the literature 
regarding definiteness, uniqueness and existentiality, familiarity, identifiability and 
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locatability, specificity and genericity. They are provided in order to give readers more 
information about the English article system and to show them the different opinions in terms 
of how they are viewed. Most of the above definitions are mentioned in this study, thus, 
making it easier for readers to recognize what such terms mean. The second section is a 
comparison between English and Arabic with regard to the article systems in both languages. 
The aim of the comparison is to discover what these languages have and do not have in 
common. The difference in the use of English and Arabic may cause difficulties and result in 
errors. Consequently, by adopting CAH, a variety of potential learning problems may be 
predicted. Moreover, this part attempts to predict which article use might be problematic 
(misused frequently) for Libyan students to acquire by using a parallel corpus.  
Chapter four presents the methodology of the study, (description of the experimental design 
of this study, the subjects of the study, the setting in which the study was conducted and the 
instrument). It shows the general design of the study which involved three tests, (a pre-test, 
post-test 1 and post-test 2), three teaching strategies: (deductive teaching DT, textual 
enhanced input TEI and a control group CG), and three groups: two experimental groups ( DT 
and TEI) and a control group ( CG). 
 
The purpose was to determine how much the three groups improved in their use of the 
targeted grammatical items (the article system) and also to recognize what each group has 
learnt other than the article system acquired through the teaching strategy taught to it. It is 
necessary to consider the bigger picture concerning the effectiveness of teaching strategies in 
other aspects than the English article system. In order to do this, two forms of measurements 
were used to determine grammatical development and the lexical diversity of the students’ 
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writings. The T-unit was used to measure the grammatical development and type-token ratio 
(TTR) was used to measure how many different words are used in a text. (More details about 
these two measurements are presented in chapter 6). 
Chapter five reports the findings of data analysis from different sides. The findings of two 
types of tasks used in the present study are given: a multiple choice task and a composition 
task. A comparison between both tasks is likewise presented, in order to establish which task 
the students perform better at.  
 The analyses of the multiple choice task are organized as follows: descriptive statistics, 
analyses of pre-test performances, analyses of post-test 1 and  post-test 2 using repeated 
measures ANOVA and a follow up t-test. Similar procedures were performed for the 
composition task. This task allows for the analysis and classification of article errors made by 
Libyan learners.  
Moreover, this chapter reveals the benefits each group obtained from the teaching strategy that 
it was taught with. This procedure was used in order to identify the role of explicit/implicit 
instruction on improving learner’s grammar and writing. 
Chapter six sheds light on the following: a comparison of the results of chapter five with what 
was predicted to take place in chapter three through Contrastive Analysis Hypothesis (CAH). 
Additional facts are presented about the causes of errors, the students’ scores, the effectiveness 
of explicit and implicit instruction strategies in using the English article appropriately and 
gaining grammatical and lexical development, pedagogical implications and suggestions for 
further research and conclusion.  
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Chapter 2 
Literature Review 
2.0 Introduction 
This chapter provides an overview of three areas: Contrastive Analysis Hypothesis (CAH); 
error analysis (EA); and two methodologies regarding second language teaching, namely 
deductive teaching and textual enhanced input. The first section discusses the Contrastive 
Analysis Hypothesis (CAH) in terms of its strong and weak versions. This study is seeking to 
undertake a contrastive analysis of the article system in English and Arabic, in terms of their 
forms and uses. The analysis is undertaken in order to discover the similarities and differences 
between them. Based on the differences between the two languages, the study will determine if 
the difficulties and errors that L2 learners may make can be predicted. A comparative L1/L2 
approach is potentially useful in the present study, as it could show the difficulties that Libyan 
learners may face when learning the English article system.  
The second section discusses EA, presenting a theoretical framework of the definition of 
errors, the role of errors in language learning, classifications and procedures of errors. This 
hypothesis is implemented in this study, as errors that Libyan learners of English may make 
when learning the English article system could assist the researcher and future studies to reveal 
what kinds of errors L2 learners may make and why, as well as to help learners overcome their 
learning problems. 
Finally, two teaching approaches (DT, TEI) are addressed in this chapter as they were used to 
teach the English article system to Libyan learners of English who were studied in this 
research. The researcher taught a course regarding the English article system at Garyounis 
University in Libya for two and a half months. Three groups of participants were taught using 
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different teaching strategies. A deductive teaching strategy was utilized for the DT group, the 
TEI group was taught by means of an input enhancement teaching strategy, and CG was the 
control group, which was exposed to language during conversations. The study considered if 
the deductive or textual enhanced input teaching strategy is the most effective strategy in 
teaching the article system to Libyan learners of English. The outcome may assist Libyan 
teachers to understand how to teach definite and indefinite articles appropriately, with the 
result that learners use the English article as well as L1 speakers.  
The literature regarding CAH, EA, deductive and input enhancement teaching strategies has 
been reviewed to determine the foundational knowledge for the research. 
2.1 Contrastive Analysis Hypothesis 
Contrastive Analysis Hypothesis is one of the pioneering efforts into second language 
acquisition (SLA) research. It was first produced by Charles Fries (1945, cited in Brown, 
2000) and then developed by Lado (1957) and has been defined by a number of linguists. For 
example, Lado defined CA as:  
A comparison between two languages, namely, the learner’s first language L1 and the second 
language L2 in terms of ease and difficulty where similarities and differences between L1 and L2 
affect the nature of acquisition. That is, learning is easy when there are similarities in the structures 
of languages. Conversely, when the structures differ, difficulties arise in learning and result in 
errors (1957, p.9) 
Another definition was provided by Brown (2000, p. 207) who defined CA as “studies of 
contrast between the native language and the target language which specifically examines the 
effect of native on target language.” 
Lado claimed that the difficulty with L2 acquisition could be predicted through the differences 
between L1 and L2. Moreover, CA is related to behaviourism which theorizes that language 
development is habit formation and supposes that second language learners commence  second 
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language learning with habits formed in L1 and which interfere with L2 (Lightbown and 
Spada, 2006, p. 34). In addition, Skinner (1957) supported this view. He claimed that language 
learning entails habit formation. Habits are developed when learners react to stimuli in the 
environment and their replies are reinforced so that they are remembered. All behaviour (such 
as the behaviour found in the process of language acquisition) could be described in terms of 
habits. According to this thesis, learning takes place when learners have a chance to practise 
and make the correct response to a given stimuli. Students imitate representations of correct 
language (stimuli). The reinforcement they receive is positive when the representations are 
correct and negative when the representations are incorrect.  
Moreover, with regards to CAH, it is claimed that difficulties which arise whilst learning L2 
can be mainly due to mother tongue interference. This assumption relates to transfer of native 
habits into the target language. Two types of transfer referred to by CAH are presented below. 
2.2 Transfer (L1 Interference) in Second Language Acquisition 
Although behaviourism and CAH define transfer in terms of habit formation, transfer is 
presented differently by a number of linguists. For example, Universal Grammar (UG), which 
was developed by Chomsky (1965), posited innate constraints on transfer. Learners use 
appropriate L2 because they are guided by UG and they use appropriate L2 parameter values 
through the input. However, learners’ use of inappropriate parameter values is due to the L2 
parameter values which are already fixed in the learners’ first language. Thus, when the target 
parameter values are similar to those of L1, the input confirms them easily. Likewise; when 
the target parameter values differ from those in L1, the learners reset them and incorrectly 
transfer their L1 parameters. 
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Odlin (1989, p.27) defined transfer as “the influence resulting from the similarities and 
differences between the TL [target language] and any other language that has been previously 
acquired.” The transfer may facilitate the process of learning through similarities between 
languages; and these similarities may assist the easy mastering of another language, whereas 
differences between two languages may cause complications resulting in errors. Brown (2007, 
p. 117), in the same way as Odlin, defined transfer as “the interaction of previously acquired 
linguistic and/or conceptual knowledge with the present learning event to facilitate a new 
language learning.”  
For example, Arab learners of English may produce a sentence such as (My father doctor) 
without the production of the auxiliary verb be and the indefinite article a. This could be due 
to the influence of their mother tongue as the linguistic system in Arabic has neither the 
auxiliary verbs To Be nor an indefinite article. Such an influence may lead learners to transfer 
the rules of their first language negatively and employ them in L2. 
Moreover, transfer can be divided into two poles: negative transfer and positive transfer. 
Negative transfer refers to the use of previous linguistic knowledge in producing a second 
language which results in undesirable forms. It occurs when the L1 form used in L2 
production is not part of the L2 norm, and the resultant utterance is erroneous. This kind of 
transfer (interference) hinders learning and performing appropriate target language forms. 
Positive transfer, by contrast, takes place when a native form is used in the production of a 
second language. It is part of the L2 norm and hence, facilitates learning process. 
According to a number of researchers (e.g. Corder, 1981; Diab, 1997; James, 1998; Lakkis & 
Malak, 2000 and Krashen, 2002), negative transfer of learners’ first language can be one of the 
major causes of errors. For instance, Corder stated that: 
 
 
18 
 
One explanation of second of second language errors is that the learner is carrying over the habits 
of his mother tongue into the second language. This is called interference and the implication of 
this term can only be that his mother tongue habits prevent him in some way from acquiring the 
habits of the second language (Corder, 1981, p.24). 
 
Additionally, the results of a number of studies (e.g. Corder 1981; Rintell, 1984; Kellerman 
1983; Odlin, 1989; Hall, 1990; Noor, 1996; Scott, 1997; Lakkis & Malak, 2000; Cook, 2001; 
Upton, 2001; Sarko, 2009; Ionin & Montrul, 2010) reveal that transfer has a role in L2 
acquisition. These studies show that L1 has an impact (either positive or negative) on L2 in the 
fields of phonology, morphology and semantics. When L2 learners transfer L1 properties 
which are different from L2, learning problems may arise.  For instance, the result of Sarko’s 
study (2009), which was conducted on Arabic and French learners of English, reveals that both 
Arabic and French learners use the definite article in a similar manner to English native 
speakers. Their transfer of L1 patterns to L2 was positive, the reason being that both Arabic 
and French languages have similarities with English in the use of article systems. Therefore, 
they may transfer grammatical patterns from their L1 to L2 and this transfer result is positive 
when there are similarities between the two languages and negative when there are differences. 
Hence, such studies claim that transfer plays a significant role in the process of acquisition.  
There are, however, controversial views on the subject of the role of transfer in L2 acquisition. 
Theories such as Full Access (without transfer) Hypothesis argue that L1 grammar is not the 
basis for the acquisition of L2, thus, there is not an L1 transfer in L2 acquisition. The results of 
a number of studies (e.g. Dulay & Burt, 1972; Kasper, 1992; Ellis, 1994; Cao, 2001; Sabourin, 
2003) support this view. For example, Dulay and Burt claimed that L1 has no impact on L2 
acquisition as the latter is facilitated by UG principles. They argue that the errors made by L2 
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learners are developmental errors, (within the target language) rather than interlingual errors, 
(interference from learners’ native language). 
Thus, it can be summarised that empirical research has presented different opinions regarding 
the role of L1 on L2 learners. Some studies claim that L1 has an impact (positive or negative) 
on L2 and the differences between the two languages may lead to learning difficulties. Other 
studies claim that differences between two languages do not necessarily result in learning 
problems and that difficulties which arise are not always predicted by CAH. On account of 
these varied opinions, the significance of CAH has been intensely debated recently, and from 
that two differentiated versions of CA, (the strong and weak versions) emerged. The following 
section presents more details. 
2.3 Strong and Weak Versions of Contrastive Analysis 
2.3.1 The Strong Version (Priori/Predictive) 
This version claims that: (a) interference from the learner’s native language is the key obstacle 
to second language learning, (b) the greater the difference between the first language and the 
target language, the greater the difficulties, (c) these difficulties can be predicted with the aid 
of a systematic analysis, (d) the result of contrastive analysis can be used as a reliable basis for 
the preparation of teaching materials, course planning and the development of classroom 
techniques. It claims that the difficulties that learners face are reflections of their native 
language and that L2 learners transfer their L1 rules and implement them into L2. Hence, CA 
may allow researchers to predict and identify some errors made by L2 learners. Lado (1957, 
p.9) claimed that “we can predict and describe the patterns that will cause difficulty in learning 
a language.” 
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Odlin, (1989) declared that, the strength of the strong version of CAH is that, it has validity as 
a device for predicting some of the errors a second language learner may bring out. 
Consequently, it may present a promising source for the investigation of common properties of 
the mind and seems to be a uniquely suitable methodology for further study of the 
fundamental processes of transfer and interference in learning tasks. 
2.3.2 The Weak Version (Posteriori/Explanatory) 
Due to the drawbacks of the ‘strong version’ of CAH, a ‘weak version’ that is known today as 
cross-linguistic influence (CLI) emerged. The distinction between the strong and the weak 
versions of CAH is the move from the predictive power of learning difficulty (strong version) 
to the explanatory power of the observed errors (weak version). With the strong version, the 
prediction of errors is based upon a priori CA of L1 and L2; that is, predicting errors before 
they occur. By contrast, the weak version of CAH uses the errors that learners make and 
explains their occurrence by drawing attention to the similarities and differences between L1 
and L2. The weak version suggests that the linguistic difficulties can be explained as a 
posteriori by instructors and linguists. When language and errors appear, teachers can utilize 
their knowledge of the target language and native language to understand the sources of error. 
Moreover, the weak version, (cross-linguistic influence) suggests that, since the role of the 
learner’s L1 in acquiring the L2 cannot be denied, it has to be taken into account. More recent 
research, especially from the Arabic world, regarding CAH and the role of L1 in acquiring L2 
was conducted. A look at some recent views about the influence of L1 on L2 learners should 
be considered. The following section provides more details. 
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2.4. Recent Literature Review from Arabic World Regarding L1 Influence 
on L2 Acquisition 
A considerable amount of research has been conducted on L2 acquisition of grammar in 
general and on the English article system in particular. A number of studies, (e.g. Al-aswad, 
2002; Abisamra, 2003; Karim 2003; Al-zahrani, 2008; Al-sulmi, 2010; Diab, 2010; Crompton, 
2011;  Al-haysony, 2012; Al-ridha, 2012; Baloch, 2013;  Mourssi, 2013, 2014; Sawalmeh, 
2013; and Abu-Rabia and Sammour, 2013) have provided evidence of first language influence 
on L2 Arab learners of English. For instance, Crompton (2011) conducted a study on advanced 
L1 Arabic learners of English, in order to identify and classify the types of errors and to 
determine the role of transfer in the students’ writings.   
The study analysed a large corpus of argumentative essays written by first and second year 
Arab students (aged 18-20) at the American University of Sharjah. The findings revealed that 
the most common error involved in his study was the misuse of the definite article for generic 
reference. Crompton stated that such an error is caused mainly by L1 transfer (an interlingual 
error), rather than an intralingual developmental error (within L2). His findings showed that 
the misuse of the definite article occurred most frequently in  Ø contexts, especially in the use 
with (generic non count nouns) such as * some of us consider the money as the force which 
controls our lives. According to Crompton such an error could be generally due to L1 
influence because the use of such a sentence would be impossible in Arabic without the use of 
the definite article. In line with Crompton, the study of Ridha (2012) examined English writing 
samples of 80 L2 Arab learners of English. The results showed that most of the students' errors 
were due to L1 transfer. 
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Ridha stated that errors such as the omission or addition of the articles is used in a way that 
proves the direct transfer of L1 rules to L2 specifically in the cases where names of countries 
or cities were mentioned. The data show that learners select the improper grammatical items if 
equivalents are not used in their mother tongue; delete grammatical items if equivalents are not 
required in their mother tongue, add them if equivalents are required in their mother tongue 
and use the proper grammatical items providing equivalents are used in their mother tongue. 
Al-haysony (2012) conducted a case study on 100 Saudi female undergraduates who studied 
English as a major. The study was on the types of errors made by the students when using the 
English articles and was based on the surface structure taxonomies that are used in classifying 
the errors. She collected data by asking her students to write life-related descriptive topics. 
Based on (SST) analysis, the results showed that the subjects make many omission errors and 
few substitutions errors, in terms of omission error type, the omission of ‘a’ is the most 
frequent error type, while the omission of  ‘an’  is the least frequent one. Additionally, her 
study concludes that the native language interference that is Arabic plays a significant role in 
the occurrence of these errors in addition to the strategies of instruction when teaching the 
English errors. Consequently, she stresses that teachers should be aware of the differences 
between L1 and L2 while teaching the English articles. 
 In addition, Mourssi’s study (2014) which lasted four months was conducted on 74 Arab 
Learners of English. It investigated the cross linguistic influence of L1 in learning L2 
linguistic items including the English article system and 222 written texts produced by 
students from an Omani High School were analysed. The subjects were divided into two 
groups. Each group consisted of 37 Arab Learners of English. Their language level ranged 
from pre-intermediate to intermediate. The subjects were all Arabic speakers and had been 
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learning English as a foreign language for eight years. The results showed that the subjects had 
problems with the use of articles in English and attributed that to their L1 which has different 
rules of article use than that of English. Mourssi believed that learners apply some rules from 
L1 on their performance in L2. According to him, the evidence that the majority of errors 
produced by learners in his study were caused by the native language is that there are a lot of 
errors concerning the verb to be, tenses, prepositions and the article system, which are 
incorrect in English, and hence, a translation in Arabic would be correct. Moreover, to ensure 
that the L1 has a strong role in acquiring L2, he argued that even in the students’ writings, they 
preferred to translate their thought in English having in mind that it might be an accepted form 
and can be a target-like form. In line with Mourssi, Sawalmeh (2013, p. 14) stated that: 
Most of the students' errors can be due to L1 transfer. The overt influences of Arabic on the students' writing of 
English indicate that language teachers need to take careful stock of the transfer and interference of the students' 
mother tongue in their spoken or written production. Therefore, one way to highlight the influences of the mother 
tongues on the students' learning of English is to collect these errors and ask the students to analyse them and if 
they could to correct them. 
 
In addition, the study of Al-zahrani (2011) was conducted on adult Arab learners of English. 
The study contained three levels of participants (beginners, low intermediate and upper 
intermediate) to test the role of L1 transfer in the acquisition of the English article system by 
using a forced-choice elicitation task. In terms of positive transfer, the results revealed that L1 
has a strong influence on upper intermediate and low intermediate levels but not on beginners. 
Both intermediate groups produced correct L2 uses that were similar to their equivalent in the 
learners’ L1. He argued that upper intermediate and low intermediate levels transferred rules 
of L1 and applied them into L2. With regard to the beginner-level group, many errors were 
made. He attributed the errors of beginners as being that they do not have sufficient knowledge 
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of vocabulary that led them to misuse the article and consequently errors were made. 
According to him, although the beginner-level group did not make article choices as accurate 
as the intermediate groups, their errors may be due to their inability to handle the experiment 
task. Generally, the results indicated that the similarities between the article systems in Arabic 
and English do aid the acquisition of L2 articles and that the differences may impede 
acquisition, as they prevent the learner from noticing relevant properties of L2 input. He   
provided evidence of L1 influence by arguing that the participants produced some errors that 
were almost limited to items where the target NPs were followed by an of-phrase and used 
English articles appropriately in other contexts. According to him, this is further evidence that 
Arabic-speaking learners of English are aided in L2 acquisition of English articles by the 
presence of articles in their L1. 
Another study was undertaken by Tahaineh (2010). The findings of his study supported 
previous research studies which confirmed that the majority of errors made by the EFL Arab 
learners are because of the impact of the learners’ first language, which was found to play an 
outstanding role. The results of his study showed that 58% were interlingual errors and 42% 
were intralingual errors. 
It is worth mentioning that although the above studies attributed learners’ errors mainly to L1 
influence, they pointed out that there might be other factors, such as wrong learning strategies 
and inadequate teaching methods, which may account for students’ acquisition problems with 
the English articles.  For instance, Al-haysony (2012, p. 55) stated that:   
Further, results showed that Arabic interference was not the only source of errors, but that English was a source 
of many errors as well. Findings showed that 57% of the errors were interlingual ones, indicating the influence of 
the native language. Thus, interlingual errors are the most commonly occurring types. On the other hand, 
intralingual errors represented 42.56% of article errors. This result also indicates that L1 interference strongly 
influences the process of second language acquisition of the articles, having a negative effect on the learning 
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process. Teachers and instructors should therefore point out more clearly the differences between L1 and L2 in 
the use of articles. 
Moreover, Al-haysony (2012, p. 64) attributed the difficulty in acquiring the English article 
system to both Arabic and English and considered them sources of errors for Arab learners of 
English. He stated that: 
The results revealed that interference is not the only source of errors made by Saudi female EFL students. In fact, 
English was the source of many errors as well. Specifically, the results show that L1 interference strongly 
influences the process of second language acquisition of articles. The students relied heavily on transfer to judge 
the appropriate usage of articles.  
 
Likewise, Al-maloul (2014) claimed that interference from the mother tongue is not the only 
source of errors adult L2 learners make. Several errors made by L2 learners can be explained 
due to interference from the target language. In addition to these two major sources of errors, 
other factors such as teaching and testing techniques should also be evaluated as the causes of 
errors in L2 learning. 
Generally, it can be noticed that the above mentioned studies were in favour of CAH. They 
stated that the similarities between English and Arabic article systems may facilitate acquiring 
the rules and differences between the two languages may confuse the learners and cause errors 
in most uses. In addition, these studies argue that L1 has a strong effect in acquiring L2. 
It is worth mentioning that the role of the L1 in foreign language learning has received 
significant attention from numerous researchers not only from the Arabic world but also from 
the West. The views of some western scholars differ from those from the Arabic world. Some 
studies (e.g. Ellis, 1994; Izumi and Isahara, 2004; Mitchell and Myles, 2004; Luk and Shirai, 
2009; Hinarejos, 2010; Morales, 2011, Yu, 2011) state that L1 may have a role in acquiring L2 
and this role is very minimal. For example, Yu (2011, p. 444) stated that “now it is clear that 
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the learner’s L1 is an important determinant of SLA, but it is not the only determinant, and 
may not be the most important”. In line with Yu, Scheidnes et.al (2009) stated that “our results 
suggest that L2 learners react like other atypical L1 learners when faced with complex 
structures. If L1 transfer played a role, it was so minimal that it remained undetected by our 
task.” 
What makes the views of western scholars differ from those from Arabic world? In fact, such a 
discrepancy can be due to a number of reasons. First, Arabic learners of English make a lot of 
interference errors because of the teaching methods they are taught. That is, some L2 
instructors use the learners’ native language to compare L2 rules with L1 rules in classes and 
use teaching methods such as the translation method to teach grammatical items. Such 
methods may affect learners and result in them being influenced by their L1. Second, the 
researchers of the above mentioned studies looked only at data from Arabic speakers of 
English. That is, their studies contained only learners from the same L1 background (i.e. 
Arabic) and did not include learners from other L1 backgrounds such as Spanish or German. 
Actually, researchers who looked at data from different L1 backgrounds found that sometimes 
learners make errors in identical structures (they make the same errors). The above mentioned 
studies, which were conducted on Arab learners of English, make it difficult to determine 
whether Arab learners’ errors are due to interference or not. 
In general, it can be concluded that in the literature, the role of L1 influence is a matter of 
degree between the West and Arabic world. In the West, there is a belief that L1 has a 
negligible influence in learning L2, whereas in the Arabic world researchers think that L1 has 
a larger influence, although it is not as large as previously thought.  
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2.5 Criticism of Contrastive Analysis Hypothesis 
The CAH has been criticized by a number of researchers such as James (1985), Klein (1986), 
McLaughlin (1987), Abbas (1995), Johnson (2001), Ellis and Barkhuzien (2005) and Khansir 
(2012). The main weakness of the strong version of CAH is that of accuracy of prediction: 
firstly, over-prediction in which the prediction of L2 learning problems does not always occur; 
secondly, under-prediction in which learning problems are not predicted. 
In addition, one of the criticisms levelled at CAH is that its assumption that whatever is similar 
to the learners’ first language is easy, or whatever is different is difficult, has proved to be 
erroneous.  Whitman and Jackson’s (1972) study highlighted the unpredictability. They tested 
the prediction of relative difficulty in a study involving 2,500 L2 learners of English. Their 
study showed that what was expected to be easy to learn was difficult and what was difficult 
was easy. Hence, the power of predictability of CAH is not always accurate. The errors that 
may be predicted to occur by L2 learners do not always happen. Moreover, CAH claims that 
difficulties in language learning are due to the differences between two languages and that 
similarities facilitate learning and the production of correct performance. However, Corder 
(1973) believed that there is not necessarily a relationship between difference and difficulty. 
He argued that the challenges in learning a second language did not essentially result from the 
linguistic differences between the learner’s first language and second language. For example, 
learners might concentrate on aspects they perceive as complicated to learn, in order to avoid 
making mistakes, but may make mistakes in areas where they do not perceive much difficulty 
will arise.  
Another criticism of CAH is that errors are not only made through interference from 
L1(Rabab’ah, 2005 and Brown, 2000), and that transferring first language habits is not the 
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only reason for all errors an L2 learner may make in L2. CAH’s flaws and its supposed ability 
to predict errors have been challenged by a number of studies (e.g. Whitman and Jackson, 
1972; Dulay and Burt, 1974; and Abbas, 1995). These studies demonstrated that many errors 
predicted to cause learning problems for students did not take place. Moreover, these studies 
revealed that the influence of L1 on learners was much less than that of CAH. 
A further criticism of CAH is indicated by the results of studies which show that the difficulty 
in learning an L2 does not always result in errors; however, it may result in avoidance. 
Schachter’s study (1974, cited in Liao & Fukuya, 2004), demonstrated that instead of making 
errors, Japanese learners of English avoid producing grammatical elements. 
2.6 Use of Contrastive Analysis in Present Research 
Despite the criticism of CAH and the debate with regards to the role it may play in SLA, 
linguists such as Norrish (1983), James (1998), Abbas (1995), and Johnson (2008) argued that 
CAH may be useful in teaching and can be utilised to discover facts about learning a second 
language. Moreover, although it was produced in the 1940s, it is now used in some studies in 
order to discover whether it can help researchers in predicting some errors, understanding L2 
learners’ difficulties when learning target language forms and with recognizing the role of L1 
in acquiring L2 grammatical items. A contrastive analysis of English and Arabic may reveal to 
the analyst all the dissimilarities between the two languages. Furthermore, most of the 
criticism of CAH was on the part of predictability power and interference from L1.  
For these reasons, this study has adopted CAH, in order to (1) determine whether it can assist 
the researcher in predicting learning difficulties, (2) analyse errors and (3) because there are 
different opinions between researchers from the Arabic world and those from the West 
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regarding the effect of L1 in the acquisition of grammatical items, thus, this study tests what 
role L1 may play when L2 Libyan learners of English acquire the English article system.  
The researcher used a collection of English and Arabic authentic texts containing the article 
system in order to compare similarities and differences between these two languages where the 
differences could assist in predicting learning difficulties. More details about the corpus are 
provided later.  
Since this study analyses the errors that Libyan learners make in learning the English article 
system, an overview of error analysis, definition and classifications of errors is required. 
2.7 Error Analysis 
When the CAH failed to account for some of the learner’s errors, EA emerged as an 
alternative. Corder (1967), Gass and Selinker (1994) and Johnson (2001) believed that EA is 
of great significance since it concerns the learner’s developing language. They suggested that 
when researchers classify learners’ errors, they learn more about the process of SLA by 
inferring learning strategies which learners use to acquire a language. EA is a technique used 
to identify, classify and systematically interpret the learners’ deviant forms of the target 
language (TL). The essential task of error analysis is to explain how learning takes place by 
investigating the learner’s output and this includes learners’ correct and incorrect utterances.  
In addition, Corder (1974, p.27) stated that EA has two branches: the theoretical and the 
applied. The former investigates the process of language learning, as well as the strategies in 
terms of similarities with first language acquisition. The latter aims at organizing remedial 
courses with suitable materials and teaching methods based on the results of the theoretical 
approach. 
 
 
30 
 
As error analysis studies and analyses learners’ errors, a look at what an error means and its 
role in SLA is required. 
2.7.1 Definitions of an Error 
The term error has been defined by various linguists and researchers. For example, a classic 
definition comes from Corder (1973, p.295) who regarded errors as ‘breaches of code’. This 
means that they are the marks of an imperfect knowledge of the code because learners have not 
yet mastered the formation of the TL rules. Brown (1994, p.205) considers an error to be “a 
noticeable deviation from the adult grammar of a native speaker, reflecting the interlanguage 
competence of the learner.” In addition, Richards and Schmidt (2002, p.184), stated that an 
error is “the use of a linguistic item in a way which a fluent or native speaker of the language 
regards as showing faulty or incomplete learning.” 
It can be concluded from the above definitions that, in traditional second language teaching 
situation errors are seen as an incorrect or inappropriate use of language patterns which are 
deviant from the norms produced by a native speaker. In accordance with this belief, many 
second language teachers basically correct individual errors as they take place, with little 
attempt to seek the reasons for the errors. At present, however, with the development of 
linguistics and applied linguistics, second language teachers’ attitudes toward errors have 
changed to a very great extent. Instead of viewing errors as problems to be solved or 
eradicated, most of today’s second language teachers tend to consider errors as proof of the 
learners’ levels in their target language (TL) development, which can present information that 
can be used to order items for teaching or to plan remedial lessons (Ellis, 1997). 
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2.7.2 The Role of Errors in Second Language Acquisition 
As previously mentioned, in the 1960s the behaviourist theory and CAH maintained that errors 
were undesirable and should be avoided, however, this opinion changed when errors were 
considered to be normal and unavoidable. Corder (1967); Dulay et al. (1982); Lightbown and 
Pienemann (1993); Gass and Selinker (1994); Ellis (1997) and James (1998) believed that 
errors are considered to be an unavoidable part of language learning, which can reveal 
learners’ underlying knowledge of the TL and provide evidence of how a learner uses a 
language.  
Ellis (1997, p.15) suggested that errors are significant for several reasons. “First, they are a 
conspicuous feature of learner language, raising the important question of ‘Why do learners 
make errors?’. Second, it is useful for teachers to know what errors learners make. Third paradoxically, 
it is possible that making errors may actually help learners to learn when they self-correct the 
errors they make.” 
As errors that L2 learners make may be useful and indicate facts about second language 
learners, many researchers consider analysing errors to be a vital activity that assists in 
showing the reasons for learning difficulties as it reveals sources and causes of errors. EA is a 
crucial factor for understanding how second language learners use TL. Thus, many researchers 
confirm the importance of EA in the literature. Schachter (1974), for example, outlined two 
EA goals: presenting the difficulties which learners face which may cause errors in learners’ 
production, and repeating specific kinds of errors which are evidence of their relative difficulty 
in learning. In other words, the frequency (or repetition) of errors in learning grammatical 
elements is a sign of the challenges of these elements for learners. Dulay et al. (1982, p.138) 
stated that EA highlights the multiple origins of errors, in providing evidence that not all 
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second language learners’ errors are due to their first language. On the contrary, there are other 
kinds of errors such as developmental errors (which are explained later); also, EA indicates 
which particular difficulties learners may face in producing TL, thereby affecting the ability of 
learners to communicate effectively. 
According to Ringbom, the importance of error analysis is that: “errors analysis is not 
sufficient on its own, but it may yield a better understanding of what is going on in the 
learner’s mind, especially if it is combined with other types of investigation, such as frequency 
counts, contrastive analysis” (1987, p.71). 
2.7.3 Errors and Mistakes 
Chomsky (1965) distinguished between two types of errors: competence errors, and 
performance errors. Competence errors are systematic and result from a lack of knowledge of 
the language rules. Performance errors are not systematic and result from factors such as 
fatigue. According to Corder (1967), Ellis (1997), and Brown (2000) mistakes are performance 
errors which result from slips of the tongue when learners know the grammatical rules but fail 
to use them correctly. Norrish (1987, p.7) referred to errors as “systematic deviation that 
learners make while developing knowledge of the second language rule system”. He 
emphasized that errors are more crucial than mistakes as they show evidence of the learners’ 
knowledge and are relevant and vital in language acquisition. He further argued that native 
speakers make mistakes not errors, whereas L2 learners make both errors and mistakes. 
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2.7.4 Classification of Errors 
Errors are classified by some researchers in the literature. For instance, Corder (1973, p.277) 
classified errors into four categories: omission, addition, misformation, and misordering errors. 
Omission errors refer to non-occurrence of necessary structures; that is, the absence of an item 
that should appear in a well-formed sentence. 
1) He in the kitchen. 
2) She lives in big house. 
The above examples illustrate that learners omitted the auxiliary verb is from sentence 1 and 
the indefinite article a from sentence 2. Thus, they are ill-formed sentences. 
Thomas (1989) conducted a study on the use of the English article system. He tested 
participants with different L1 backgrounds. They were divided into two groups. The native 
language of the participants in group 1 contained articles (e.g. German and Spanish), whilst the 
language of the group 2 participants lacked articles (Korean and Japanese). The results 
revealed that learners whose L1 lack articles tended to omit the English articles. Thomas 
argued that the reason for this behaviour can be attributed to the influence of their L1. 
Addition errors refer to the appearance of grammatical elements that should not appear. One 
kind of addition error is that of double marking errors which refer to “using the same feature of 
two elements” (Dulay et al., 1982, p. 156). 
3) This the car is old. 
Most Arab learners of English tend to make the type of error highlighted in sentence 3 because 
of the influence of their L1; for example, when an Arabic sentence contains a demonstrative 
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pronoun such as this, that, these, those the noun that follows may start with the definite article. 
For this reason, some learners may transfer this rule and implement it into an English sentence. 
Misformation errors refer to the supplement of the wrong morpheme; that is, the use of the 
wrong form of grammatical element. An example comes from the wrong use of the singular 
form of the demonstrative before a plural noun (see sentence 4).  
4) That books are mine. 
Misordering errors refer to the wrong position of morphemes in a sentence (see sentence 5).  
5) Bought Mary a book. 
Moreover, Brown (2000) classified errors in terms of memory as either global, (these which 
cannot be understood) or local (those which can be understood). Global errors lead to the 
disintegration of the structures of a sentence, which, therefore, become difficult to understand 
and process.  
6) The policeman was in this corner whistle 
Thus, sentence 6 is not understood as its structure is wrong. By contrast, local errors can be 
made in a small part of a sentence such as the wrong use of a verb, but the error does not affect 
the meaning of the sentence (see sentence 7).  
7) I hungry very much 
In another approach as regards the classification of errors, Dulay et al. (1982, p.165), Richards 
(1974) and Kaweera (2013) divided errors in terms of intralingual errors, (they are also called 
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developmental errors) and interlingual errors, (which result from transferring L1 rules into L2). 
These two types of errors belong to the category known as interlanguage. 
Selinker (1972, p.106) defined interlanguage as “a systematic knowledge of an L2 which is 
independent of the learner’s first language and the TL.” It is a system which is neither of the 
native language nor of the TL, but falls between them and is based upon the learner’s attempt 
to produce TL structures. Similarly, Brown (1994, p.215) defined interlanguage as “the 
separateness of a second language learners’ system, a system that has a structurally 
intermediate status between the native and the target languages.” Errors may occur; the causes 
of which are either that of transferring patterns of L1, (also known as interlingual transfer or 
interference) or extending patterns within the TL such as over-generalization of one rule over 
another, (also known as intralingual errors). 
According to Richards, intralingual errors are: 
Items produced by the learner which reflect not the structures of the mother tongue, but 
generalizations based on partial exposure to the target language. The learner in this case, tries to 
derive the rules behind the data to which he/she has been exposed, and may develop hypotheses 
that correspond neither to the mother tongue nor to the target language (1974, p. 6). 
 
To clarify, Richards means that the errors result as an outcome of the development of 
interlanguage by the learners; thus, all L2 learners may make such errors regardless of their 
L1. He believed that these types of errors should be called developmental errors due to 
similarities discovered in errors produced by children when they are acquiring TL as their first 
language.  
In addition, Lo Coco (1975, p.99) stated that “intralingual errors occur when L1 does not have 
a rule which L2 has, and the learner applies an L2 rule (i.e. over-generalize), resulting in an 
 
 
36 
 
error.” In Lo Coco’s opinion, the absence of an equivalent L1 rule may lead to errors being 
made in learning. An example comes from learners whose L1 lacks, or does not have, certain 
grammatical rules, (e.g. Chinese and Japanese languages have no article system) where 
learners may over-generalize a rule in L2 as they have not yet mastered the grammatical rule.  
Moreover, Krashen (1982, p.171) believed that intralingual errors “reflect the mental 
mechanisms underlying the learner’s general language development which usually coincides 
with the type of strategies employed by children learning the target language as their first 
language”. Thus, he argued that intralingual errors may result from applying the wrong 
hypotheses to L2 because of insufficient exposure to it. Over-generalization errors are 
examples of intralingual errors. They refer to the deviation of structures on the basis of the 
learner’s experience of certain TL structures. An example of this can be seen in the addition of 
the plural sign (s) to nouns such as *childs and *informations.  
 
Taylor (1975) suggests that over-generalization errors can be placed in a transfer errors 
category. Both errors arise due to the same underlying process, (transfer of previous 
knowledge into a new learning situation); the only difference between these two kinds of 
errors being of an over-generalization error, the transfer taking place from the same language 
(TL), whilst in the transfer error condition, the transfer occurs from the learner’s first language 
L1 into the TL. 
 
What is more, Dulay et al. (1982) emphasized that some errors made by L2 learners are 
developmental errors. The studies carried out by Huebner (1985), Thomas (1989) and 
Humphrey (2007) supported this view. Their studies concerned the use of the English article 
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system by L2 learners of English. The results show that the subjects may over-generalize and 
over-use one article in preference to another. This can be attributed to the fact that L2 learners 
may fluctuate between definiteness and specificity in the use of the English article and that 
learners associate ‘the’ with specificity. The following examples illustrate this point: 
1- [+ specific, + definite] as in: 
I would like to meet the author of the novel someday. I watched an interview with her on TV, I 
really like her. 
2- [- specific, + definite] as in: 
I would like to meet the artist of that painting. Unfortunately, I do not know who it is because 
there is no signature on it. 
3- [+ specific, - definite] as in: 
I am here for two weeks. I am visiting a friend. Her name is Monica David, and she lives in 
Newcastle now. 
4- [-specific, - definite] as in: 
She is staying with a friend, but she did not tell me who that friend is. 
The above examples show that the English article system has a generic as well as a specific 
reference. [+specific] can be used with the/a (i.e. definite and indefinite articles), and                
[- specific] can also be used with the/a.  Sentences like 2 and 3 may confuse a second language 
learner of English: with sentence 2, a learner may think that this sentence requires an indefinite 
article or the zero article because the person who wants to meet the author of the painting does 
 
 
38 
 
not know who the artist is, whereas in sentence 3, a learner could think that this sentence 
requires the definite article because of the name of the person in the sentence. Some studies 
(e.g. Ionin, 2003; Ionin et al., 2004) concurred with this opinion, believing that the use of 
specificity and definiteness may cause variations in the use of the article system. It can be 
noted that a learner may overuse the and a in the situation [+specific, -definite] such as in 
sentence 3 and overuse a with a non-specific definite such as demonstrated in sentence 2.  
In addition, the other type of error is that of the interlingual errors. They are defined by a 
number of researchers, such as Norrish (1983), James (1998) and Lightbown and Spada (1999) 
as being errors which can be traced back to the learners’ native language. Interlingual errors 
result from a negative transfer of linguistic patterns of learners’ first language and the use of 
them in TL. Additionally, Brown (1994) stated that, some errors made by L2 learners result 
primarily from the assumption that some L2 learners believe that the linguistic patterns of L2 
are similar to their native language. Such a belief may result in the negative transfer of rules 
when L1 rules differ from those in L2. The results of studies such as Al-Abed Al-Haq and 
Smadi (1978); Al-Naimi (1989); Diab (1997); Noor (1996); Aljarf (2000); Abisamra (2003); 
Mohammed (2004) and Qaid (2011) support Brown’s view. These studies show that the 
majority of errors that L2 learners in general and Arab learners in particular, tend to make are 
interlingual as they can be traced back to their L1. 
The transfer of rules from learners’ L1 to L2 can lead to errors occurring and, as a result, 
learning problems arise. For example, an Arab learner may write a sentence such as, water is 
necessary for life in a generic sense. In English, this sentence requires no article in this context 
as words like water cannot be pre-modified by the article the when referring to a generic 
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reference. The reason why Arab learners may make such an error can be due to the influence 
of their L1, whereby Arabic requires the addition of the definite article the in such sentences. 
Generally, EA distinguishes between interlingual errors and intralingual ones. As discussed 
above, interlingual errors result from a negative transfer of the learners’ native language; 
namely from the differences between L1 and L2. Intralingual errors result from incorrect 
learning (incomplete development) of TL not only from a language transfer; but also from 
within the language itself (TL). 
2.8 Process of Error Analysis 
Different error analysis procedures are used by various researchers such as Corder (1987), 
Gass and Selinker (1994), Hubbard (1996), Ellis (1997) and Brown (2000). 
2.8.1 The Data for Error Analysis 
According to Corder (1974), EA data can consist of three kinds: spoken data; written data; and 
both spoken and written data. Written materials can be either spontaneous production (free 
composition) or controlled production (such as translations).  
2.8.2 Recognition and Identification of Errors 
In order to identify L2 errors, it is necessary to distinguish between errors and mistakes 
(Brown, 2000 and Ellis, 2008). As discussed previously, mistakes are slips of the tongue 
which can be attributed to reasons such as tiredness or carelessness and which can be 
corrected, whereas errors reflect gaps in the learners’ knowledge. Errors occur because 
learners have not yet mastered the language and cannot detect and correct them. 
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Ellis (1997) believed that errors and mistakes can be distinguished in two ways: first, the 
consistency of learners’ performance indicates the type of deviation a learner may make. Thus, 
if deviant linguistic items are produced regularly, it is an indication of a lack of the learner’s 
linguistic competence, and they can be classified as errors. If learners sometimes use the 
correct form and sometimes apply the wrong one, this is a mistake. The second method is to 
ask learners to attempt to correct their incorrect statements. If they are unable to correct them, 
this is an indication of errors; however, if they are able to correct them, this indicates mistakes 
have been made. 
2.8.3 Descriptions of Errors 
When errors are identified, they can be described and classified. Ellis (1997) presented two 
different ways of describing errors. First, errors can be described by classifying them into 
grammatical categories. Thus, one may gather all the errors which relate to a particular 
linguistic element (such as the article system) and then identify the kinds of errors which apply 
to the linguistic element. The second method is to classify errors according to their 
occurrences. For example, when L2 learners omit a necessary linguistic element in a sentence, 
such an error can be called an ‘omission error.’ 
2.8.4 Explanation for Errors 
This section explains how and why errors occur. One method is to determine the sources and 
causes of errors. The sources of errors have been discussed above; include interlingual errors 
or L1 interference and intralingual errors. 
It is clear that EA plays a central role in understanding the process of language acquisition; it 
indicates the kinds of errors L2 learners may make and provides researchers and teachers with 
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facts regarding how learners use and think about TL. However, researchers such as Ellis 
(1994) criticized EA for a variety of reasons. First, it does not provide sufficient evidence as to 
how learners acquire a language. Second, it is an imperfect research tool as it may fail to offer 
a complete picture of learner language as it only focuses on the learners’ errors. Third, it can 
examine only what learners’ produce and cannot detect what they avoid. This criticism has led 
researchers to investigate the way in which learners acquire language and the environment of 
learning. They believe that the way that L2 learners learn and use their L2 knowledge differs 
from one learner to another. 
In spite of such criticism of EA, its role in language learning cannot be denied. When errors 
are analysed, they can allow researchers to recognize a learners’ level of linguistic knowledge. 
Additionally, EA can assist researchers and teachers to determine why their learners make 
errors and then plan appropriate remedial lessons. For this reason, the present study adopted 
EA, as the aim of the researcher was to discover the reasons for such errors and the kinds of 
errors Libyan learners may make in the process of learning the English article system. The 
intention has been to find solutions to help learners overcome their learning problems in the 
acquisition of the English article system and also to assist instructors to understand the 
linguistic difficulties that their students may encounter. 
Moreover, responding to the criticism that EA is concerned only with learners’ output has 
resulted in many researchers shedding light on learners’ input and how adopting a certain 
teaching strategy may assist in mastering linguistic elements. It is believed that insufficient 
exposure to certain grammatical elements is one of the learning problems. For example, a 
teaching strategy which L2 teachers may adopt for teaching a particular linguistic feature may 
either facilitate or obstruct the student’s learning. Some strategies support explicit teaching 
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(e.g. deductive teaching) whereas others support implicit teaching (such as textual enhanced 
input teaching strategy) through exposure to language whereby learners focus on both meaning 
and form. Hence, an examination of the literature concerning the treatment of grammar over 
time and the effects of teaching strategies follows below. 1 
2.9Theoretical Grounds of Grammar Instruction 
The role that grammar may play in SLA has been a matter of debate along the history of 
language teaching. Generally, some opinions have been raised; some believe that grammar 
should play a central attention in language teaching and others believe that grammar should 
not be taught at all. The first opinion is applied in Grammar Translation Method and Cognitive 
Code Learning (also known as cognitive approach), whereas the other opinion is reflected in 
Natural Approach and strong version of Communicative Language Teaching. The other 
methods (e.g. Direct Method and Audio lingual Method) take place somewhere in between. 
However, according to Richards and Renandya (2002), grammar teaching has recently 
returned to its correct place in language teaching. 
 
More recently, grammar instruction has been considered necessary for a variety of reasons. For 
instance, the hypothesis which states that language can be learned by a degree of 
unconsciousness was found to be very problematic. According to Schmidt (1992; 2001), 
conscious attention to form (he also calls it noticing) is necessary for language learning. Many 
researchers, including Bialystok (1994); Dekeyser (1998); Robinson (1995, 2001); Nassaji and 
                                                           
1Explicit teaching strategies mean  that learners are given conscious attention to form whereas implicit teaching 
strategies mean that  learners are given  unconscious attention to form 
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Swain (2000); and Swain and Lapkin (2001), have supported Schmidt’s opinion that noticing 
the grammatical forms has a crucial role in L2 learning. 
The question how grammar should be taught in an effective way has been a central issue in 
discussions and research in the second language field (Ellis, 2006). The controversy 
concerning the effectiveness of explicit and implicit teaching of grammar has been questioned 
for decades. Basically, instruction can be direct (explicit) or indirect (implicit). Some 
researchers (e.g. Omaggio, 1984; McLaughlin, 1978; Larsen-Freeman & Long, 1991; Ellis, 
1994, 2001; Swain, 2000; Swain & Lapkin, 2001) agree that explicit teaching methods are 
more beneficial for learners, some others (e.g. Krashen, 1982) agree that implicit teaching 
methods are more helpful for learners, and yet another group of researchers (e.g. Ellis, 1997, 
Mitchell, 2000, Simard and Wong, 2004) believe that a combination of the two methods is 
beneficial for optimal learning. 
According to Norris and Ortega (2000), explicit instruction is (1) explanation of rules 
(deductive/ metalinguistic), or (2) it is a direct attention to forms; whilst implicit instruction (1) 
is not rule explanation, and (2) it is not a direct attention to forms. Moreover, Doughty (2003, 
p. 265) stated that “explicit instruction includes all types in which rules are explained to 
learners, or when learners are directed to find rules by attending to forms. Conversely, implicit 
instruction makes no overt reference to rules”. 
Moreover, explicit grammar teaching strategies could be presented deductively, whereby 
grammatical rules are first presented and then examples and practice are followed whilst in 
implicit teaching strategies; learners are expected to infer the rules on their own from the 
provided data. The following section presents more details about deductive teaching (an 
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explicit teaching strategy) and textual enhanced input (an implicit teaching strategy) as they 
are adopted in this study. 
 
 
2.9.1 Deductive Teaching 
A deductive teaching strategy aims to provide learners with grammatical rules, describe how 
new structures are formed, what their components are, and in which type of context they can 
be used. The information in this strategy is given by the teacher (teacher-centred) and requires 
a teacher to present grammatical patterns followed by examples and then the learners practice 
them. It is based on the idea that the presentation of grammatical rules achieves optimal 
learning. Instructors present a rule, define it and then provide instances, which are followed by 
practice sessions on the subject of the rule. Opportunities for practice and feedback may be 
provided in order to master a concept. This type of instruction provides a clear clarification of 
grammatical rules; it is a direct method and may result in making the learning task easier and 
less intimidating.  
DeKeyser (1998) states that in this type of instruction the explicit knowledge (e.g. knowledge 
about grammar rules) may turn into implicit knowledge (knowledge underlying the use of 
language) with enough practice. 
 
A considerable number of studies, such as Dekeyser (1998); Galotti et al. (1997); Norris and 
Ortega (2000); Erlam (2003) and Finestack and Fey (2009), have examined the effects of 
inductive and deductive teaching approaches. The findings revealed that the participants who 
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received deductive teaching outperformed those who received inductive teaching. These 
studies demonstrate that deductive teaching is more appropriate and effective in teaching 
grammar as it aids the speedy mastering of the linguistic elements. For example, the results of 
the study by Galotti et al. (1997) revealed that the group which received deductive teaching 
accurately answered questions faster than the group which received inductive teaching. 
Furthermore, Cross (1991) and Hedge (2000) favoured deductive teaching due to the fact that, 
not only does it lead learners to master grammatical rules, but also because it does not take a 
lot of time (time-saving) for the instructor to explain in class. Hence, learners have more class 
time for work and to practice communicative activities. In addition, Cross (1991) claimed that 
adult learners may prefer learning grammatical rules explicitly as this enables them to 
understand how language works and, as a result, can apply the rules appropriately. Moreover, a 
variety of rule aspects such as form can be more simply and clearly explained than when 
elicited from examples (Chalipa, 2013). 
The deductive teaching approach has, however, been criticised by a number of researchers 
such as Richards (1992) on the basis that it provides fewer opportunities for learners to think 
and infer a concept for themselves. Shaffer (1989) believed that there may be a gap between 
teaching and learning. Students could deduce grammatical rules and practice them, but in real 
time communication may not disclose what they have learnt. Another criticism was produced 
by Sato (1990) who claimed that such instruction might lead to non-target-like use of target 
forms. Chalipa (2013) likewise criticised deductive teaching, stating that deductive teaching 
lacks learners’ immediate involvement and interaction, which could result in the class being 
teacher-centred and not demanding in terms of creativity. According to Chalipa, in this type of 
instruction language is divided into small parts and students are taught grammatical features in 
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a linear manner. Such classes are often described: (1) as ignoring student needs; using artificial 
classroom language and thus, boring; and (2) as being limited in terms of exposure to the 
target language, meaningful communication and interaction which are essential for language 
acquisition (Long, 2000; Lyster, 2004).  
Nassaji and Fotos (2004, p.127) pointed out that the inadequacies of deductive teaching 
approaches have resulted in other approaches with regards to grammar instruction. One of 
these is textual enhanced input.  
Textual enhanced input is a technique aimed at “making learners aware of the new target 
language features and rules by highlighting them in the input more or less concisely or 
elaborately, and with greater or lesser explicitness and intensity” (Sharwood-Smith 1994, 
p.179). It is one of implicit focus on form teaching techniques2. Some researchers, such as 
Long and Robinson (1998); Doughty and Williams (1998); Poole (2005) Berent et al. (2007) 
and Afitska (2012) advocated such techniques by stating that when both the meaning and use 
are provided to learners, it is possible to draw their attention to the form. Learners develop 
communicative competence through this type of teaching.  
When applying implicit focus on form techniques such as textual enhanced input, a teacher is 
attempting to draw learners’ attention to a linguistic form implicitly without a direct grammar 
explanation. Izumi (2012, p. 228) provided some of the techniques that are used to achieve 
implicit focus on form, which include input flood, input enhancement, task-essential language 
and recast. 
                                                           
2Fof is a mixture between attention to meaning and attention to specific grammatical features through the input 
enhancement techniques. 
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Izumi (2012) stated that in an implicit focus on form class, natural communication is generally 
not interrupted, and the learners are less likely to notice the targeted form. 
Generally, implicit instruction strategies are thought of as effective for a variety of reasons. 
For example, when implicit instruction strategies are applied, learners can take time out from a 
focus on meaning to noticing targeted linguistic forms in the input. By doing so, learners avoid 
a complete focus on meaning during which linguistic forms may not be noticed (Loewen, 2003 
and Izumi, 2013). Schmidt (1990, 2001) indicated that such noticing reveals the important 
features in the input and also the targeted forms are made salient in the input, which aid 
learners to comprehend semantic and syntactic features. A number of studies (Long, 1983; 
Harley, 1998; Scott, 1989; Master, 1990; Doughty, 1991; Ellis, 1994; Leow, 1997; VanPatten 
& Cadierno, 1993; Cadierno, 1995; Rosa & O’Neill, 1999; Gass et al., 2002; Yu, 2013) show 
that noticing is more efficient in teaching, as it facilitates the mastering of linguistic elements. 
What is more, implicit instruction techniques can provide learners with opportunities for 
‘pushed output’ which improves the competence of learners as they need to use accurate and 
appropriate language in order to be understood (Swain & Lapkin, 1995; Swain, 2000; Ellis, 
2003). 
Sharwood-Smith (1981) believed that teaching strategies which draw learners’ attention to 
particular grammatical features are more appropriate and effective. He declared that: 
Instructional strategies which draw the attention of the learners to specifically structured 
regularities of the language, as distinct from the message content, will under certain specified 
conditions significantly increase the rate of acquisition over and above the rate expected from 
learners acquiring that language under natural circumstances where attention to form may be 
minimal and sporadic (cited in Rutherford and Sharwood-Smith 1985, p.275). 
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Long and Robinson (1998) pointed out that implicit teaching techniques include typographical 
textual enhancement. The following section presents more details about this technique as it is 
of significance to this study.  
 
 
 
 
2.9.2 Textual (typographical) Input Enhancement 
Input enhancement can be defined as any technique which is designed to draw learners’ 
attention to target features by making these features salient in context (Sharwood Smith, 1991 
1993; Takahashi, 2001; Wong, 2003). Leow defined input enhancement as: 
Attempts to draw learners’ attention to targeted forms in the input by highlighting or making salient 
these forms through the use of typographic manipulation (e.g. large type sizes and different 
typefaces) and typographic cues, (e.g. bolding, colour shading and coding, underlining and 
uppercasing etc. (1997, p.167) 
Drawing learners’ attention to a particular target structure can be achieved through the 
manipulation of typography such as different type faces and large font sizes, and by using 
typographic cues such as underlining, italicizing, capitalizing, highlighting, colour coding or 
bolding (Schmidt, 1990; Jourdenais et al., 1995; Nunan, 2004 ; Yu, 2013). Such manipulations 
make the target structures prominent, thereby aiding learners to recognize their property in 
context.   
A number of studies have been carried out to investigate the effectiveness of input 
enhancement techniques. For instance, the studies of White (1998) and Lee (2007) were 
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conducted to examine the role of different techniques of input enhancement. The results show 
that the group which received the visual input enhancement technique outperformed the group 
that received the input flood technique3. Moreover, the studies of Shook (1994) and Jourdenais 
et al. (1995) indicated that input enhancement techniques are helpful in turning input into 
intake. For example, the study of Jourdenais et al. (1995) examined the effect of typographic 
manipulation and typographic cues (e.g. the use of bold and italics) on learners who notice 
grammatical elements in the written input. The participants were ten college-level students 
who were divided into two groups: the first group received a text-enhanced input and the 
second group received non-enhanced teaching input. The findings show that students who 
received the text enhancement strategy outperformed the other group because input 
enhancement might make grammatical forms easier to notice and consequently, to be acquired.  
However, studies by Alanen (1995) and Leow (1997) demonstrated that input enhancement 
techniques alone may not lead to the ability to master the target form. For example, Alanen’s 
study (1995) examined the effect of italic enhanced texts. Four groups took place in this study: 
group 1 received enhanced input; group 2 received explicit rule presentation; group 3 received 
explicit rule presentation and enhanced input (i.e. targeted forms are made salient with italics); 
and group 4 was the control group. The results revealed that although the subjects who 
received input enhancement techniques outperformed the control group, the group which 
received explicit rule presentation exhibited higher scores than the others. 
The different findings of studies on the role of input enhancement can be attributed to a variety 
of reasons. First, the researchers’ choices of different methodologies (such as comprehension 
                                                           
3Wong (2005, p. 37) defines input flood as “The input learners received is saturated with the form that we hope 
learners will notice and possibly acquire. We do not usually highlight the form in any way to drawn attention to it 
nor do we tell learners to pay attention to the form. We merely saturate the input with the form”. 
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and production) may lead to contradictory findings. Second, the length of the selected text and 
time provided to finish it affects the findings. Third, the duration of the study affects its results 
and therefore, according to Long (1996), the longer the study is, the more accurate the results 
are.   
Nevertheless, although research has provided valuable insights on implicit instruction 
techniques, they have been criticised for various reasons. VanPatten (1990, 1996) claimed that 
in implicit instruction techniques, learners, especially beginners, may face difficulties in 
paying attention to form and meaning simultaneously, in which case they often prioritize 
meaning over form when communicative activities are performed. Moreover, Poole (2003) 
claimed that class size can be another problematic area for implicit instruction. He, in line with 
Long and Robinson (1998), pointed out that implicit instruction seems optimally suitable for 
small classrooms in which learners can orally address their problematic forms through 
classroom discussion. Yu (2001) and Butler (2004) argued that some English teachers may 
lack a high level of oral skill which can be awkward when employing implicit instruction, as it 
requires teachers to have native-like fluency. 
Poole (2003) highlighted a further problem associated with the learners’ and teachers’ spoken 
language in the classroom. When learners face communicative difficulties, both teachers and 
learners may use their native language (i.e. they code switch) to overcome such difficulties. 
Celghorn and Rollnick (2002) claimed that code-switching is a familiar phenomenon in many 
places including Africa. When learners’ native language is used frequently to overcome 
communicative issues in classrooms, it can result in making implicit instruction impractical to 
utilise. 
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Another shortcoming of this type of instruction can apply culturally, as the instruction may be 
considered to be individualistic rather than collectivist. Learners in individualistic instruction 
tend to wish to ask questions, provide responses and engage in debate in which they are seen 
as competitive, whereas students in collectivist instruction tend to be less likely to engage in 
question and debate. Learners in collectivist instruction settings are motivated to maintain 
formal and distant relationships with their teachers. As a result, since implicit instruction is 
very individualistic, in that errors are often addressed on an individual base, societies which 
employ collectivist instruction, such as Arabic societies may find this form of teaching to be at 
odds with their cultural values. Implicit teaching instruction can be successful when it takes 
place in a cultural atmosphere which allows learners to actively contribute to daily activities. 
Consequently, teachers and learners feel some discomfort in allowing learners to be active 
members- and occasionally leaders- in the content and way in which they learn (McCargar 
1993, p.195). 
According to Poole (2005, p.52) research on implicit instruction techniques is conducted more 
in developed countries with few (if any) having taken place in  developing countries, where 
classes are overcrowded, up-to-date sources may not be available and teachers may not have 
received sufficient preparation in language skills and pedagogy.  
Finally, it is important to note that in the literature, various views are provided in accordance 
with the effectiveness of explicit and implicit instruction. For instance, Alanen (1995); Erlam 
(2003) and Nagaratam (2013) emphasized the significance of explicit instruction because it 
can assist learners to master grammatical elements amongst other aspects. By contrast, Scott 
(1989), Andrew (2007) and Lee (2007) favoured implicit instruction as it can assist learners to 
achieve fluency in L2.  
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In addition, some studies were conducted to determine the effects of explicit/implicit teaching 
strategies on the development of syntactic complexity, improving students’ writings and 
vocabulary size. The following section presents more details. 
 
 
 
 
 
2.9.3 The Effects of Instruction on the Development of Syntactic Complexity 
and Vocabulary 
There are numerous studies (e.g. Wolfe-Quintero et al., 1998; Ortega, 2003; Macaro and 
Masterman, 2006; Nadarajan, 2009; Amirian and Sadeghi, 2012; and Nazari, 2013) that have 
investigated the effects of explicit and implicit instructional strategies on the development of 
syntactic complexity, lexical diversity and fluency. Wolfe-Quintero et al. (1998, p. 69) define 
syntactic complexity as ‘a manifest in writing primarily in terms of grammatical variation and 
sophistication’. According to Ortega (2003), ‘Syntactic complexity is manifest in second 
language writing in terms of how varied and sophisticated the production units or grammatical 
structures are’. In other words, grammatical complexity means that a learner writes longer 
production units, uses a wide variety of syntactic patterns, including basic and advanced 
structures, and is able to use forms considered sophisticated in the speech community, whereas 
a lack of complexity means that a learner regularly writes shorter production units and only 
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uses a narrow range of basic structures.  The purpose of testing syntactic complexity is   for 
comparing pre-test and post-test results in experimental studies to study the effect of a 
particular treatment such as the teaching methods, classroom practices or grammar instruction. 
 In one study, Fearn and Farnan (2007, p. 2) set out to answer the research question, ‘is there a 
way to teach grammatical structures that will, positively affect writing performance?’ They 
adopted an experimental design and worked with L2 students in a high school.  There were 
three groups: two experimental groups and the control group.  With the experimental groups, 
the researchers taught grammar in the context of writing for 10-12 minutes twice a week for 
five weeks; the class teacher followed up in other lessons with review and practice. A similar 
amount of time was given to traditional grammar instruction in the control group. The two 
treatment classes and one control class all focused on a similar grammar unit, looking at the 
noun, verb, adjective, dependent and independent clause. The post-test analysis showed that 
students in the treatment groups improved their writing performance and used longer T-units 
than the control group. 
 In another study, Nadarjan (2009) compared the performance of 129 first year undergraduate 
students, who were divided into 6 groups. 3 groups received implicit instruction, (meaning- 
based implicit instructional input) and the other 3 were subject to explicit instruction (rule-
based explicit instructional input). The results stated that the groups that received implicit 
instruction gained more vocabulary and wrote more complex expressions, such as 
subordinating conjunctions than the ones which received explicit instruction. Moreover, the 
findings showed that though both groups increased their vocabulary level, the performance of 
the rule-based explicit instruction groups was lower than that of the meaning-based implicit 
instructional group. In addition, the study of (Macaro and Masterman 2006) investigated the 
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effect of explicit grammar instruction on grammatical knowledge and writing proﬁciency in 
ﬁrst-year L2 learners at a UK university. 12 students received a course in grammar in order to 
determine whether a short but intensive explicit instruction was sufﬁciently powerful to bring 
about an improvement in their grammatical knowledge and performance in production tasks.  
Students were tested at three points over ﬁve months, and the results were compared with a 
group which did not receive the intervention. The findings proved that explicit instruction 
leads to gains in some grammatical aspects although not gains in accuracy in the learners’ 
composition.  
A study by Ghapanchi and Sabouri (2013) conducted on 66 L2 Iranian learners of English, 
included two groups: the experimental group which received an implicit teaching strategy, (i.e. 
the employment and the use of special pictures) and the control group which was taught 
through traditional instruction by explanation of the grammatical rules and doing the exercises 
in the textbook. The results revealed that the experimental subjects attained significantly 
higher mean scores in both their speaking and writing achievement tests. This result concluded 
that the implicit instructional techniques may have a positive impact on the writing ability of 
the students. They stated that the possible explanation for this difference in performance 
between the two groups could very well be the impact of implicit instruction of grammar via 
pictures on improvement of the experimental group's writing skills and spoken ability. 
 A study conducted by Doughty (1991) examined the effect of focus on meaning, rule-based 
instruction, and exposure regarding relative clauses. In this study, there were three groups:  the 
meaning-orientated group received lexical and semantic rephrasing of relative clauses in 
reading comprehension tasks, the rule-orientated group received rule statement, and the control 
group only received exposure to relative clauses in the texts. The results show that the rule 
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orientated and meaning orientated groups both outperformed the control group. Moreover, the 
meaning orientated group achieved more than the other two groups on comprehension tests 
and used more complex expressions in writing. 
Moreover, the study of Siyyari (2005) examined the effects of explicit/implicit instruction on 
the development of accuracy and production. This analysis involved 60 L2 learners of English 
at a language centre in Iran who were taught four grammatical structures. The treatment of this 
study required the teachers to provide the learners with the type of task that pushed the learners 
to use the meant structures in a way that the completion of the task was not possible without 
using them. There were two groups: the experimental group received focus on form through 
corrective recast, and the comparison group received focus on form through delayed, explicit 
focus on form. That is, the experimental group received focus on form during the tasks through 
corrective recast, whereas the comparison group received delayed, explicit correction after 
finishing the tasks. The results revealed that the experimental group outperformed the 
comparison group in terms of the average accuracy gains. That is, they were able to be free 
from errors while using language to communicate in writing. The study revealed that implicit 
focus on form can lead to higher linguistic accuracy in comparison to delayed, explicit focus 
on form. 
In addition, the study of Mak (2009) examined the role and effect of explicit form-focused 
instruction on the syntactic complexity development of L2 learners of English in Hong Kong. 
The explicit focus-form instruction (FFI) treatment involved was a 13 week long course 
offered to a group of students in a college in Hong Kong. With this group, target structures 
were introduced, and their meaning and forms were explained. Exercises such as questions and 
discussions were presented after each lesson.  Data collection was done in three phases: pre-
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test1, pre-test 2 and post-test. The ANOVA results indicate that explicit FFI has a substantial 
and evident effect on metalinguistic knowledge development but no significant effects on most 
of the syntactic complexity measures. This study did not provide empirical support for the 
effect of explicit FFI on most of the syntactic complexity measures including sentence types 
and the acquisition of target structures. Data show that in Pretest 2, learners used shorter 
sentences, more simple sentences, less subordination and fewer clauses per T-unit.  Mak 
interpreted this result to two reasons. First, students tend to stick to the secondary students’ 
rules of using simple and short sentences or avoiding using forms with which they are not so 
confident. Second, processing capability is limited and when students devote most of their 
attention to contents, they tend to use simpler structures which require less cognitive attention. 
Generally, the above mentioned studies examined the effects of different strategies of explicit/ 
implicit instruction on aspects such as accuracy and fluency. Thus, it can be concluded that 
implicit teaching strategies may assist learners in developing syntactic complexity. Even 
though learners who were exposed to explicit instruction strategies as a whole did significantly 
better on the grammar tests than the ones who received implicit instruction strategies. It can be 
argued that perhaps the explicit treatment only influenced the groups' explicit knowledge and 
had no effect on their implicit knowledge. It is possible that the groups which received implicit 
teaching strategies could not explain what they have learned by counts on a grammar test, 
however, they would have been able to establish long-term, implicit knowledge gains in their 
writing and oral communication. 
Concerning explicit teaching, it can be concluded that explicit teaching of grammar was of 
benefit, although to be effective grammar had to be taught in a way that was compatible with 
the natural processes of acquisition. Martinsen (2000, p. 123) stated that “the grammar must be 
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taught in the context of students’ writings”. To make teaching effective, grammar instruction 
classrooms need to connect rules with usage in authentic tasks. Such a technique may lead to 
improved results in learners’ accuracy as well as fluency as opposed to teaching grammar as a 
formal system.    
Moreover, some studies (e.g. Andrews, 2007 and Senoussi, 2012) showed that learners who 
receive explicit teaching strategies may know the grammatical rule but were unable to apply it 
in real communication. In other words, such learners are still unable to use their knowledge of 
grammatical rules to attain some communicative purposes.  For instance, Senoussi (2012, p. 2) 
stated that 
Our learners are taught grammar, but even if they can apply the rules to their daily tasks successfully, they don’t 
seem to be able to activate that knowledge while communicating. Many teachers are thus, familiar with the 
phenomenon of learners who get full marks on tests as well as on most of the grammar tasks of a particular 
grammatical structure, but unfortunately, fail to use the same structure appropriately during another part of the 
lesson or in another context. 
Generally, in the literature, research on the role of grammar has focused on explicit/implicit 
instruction on grammar acquisition. There are a few studies, however, that have examined the 
role of explicit/implicit instruction strategies on the developments of other measures such as 
syntactic complexity, grammatical developments, learners’ writings and fluency (Wang 2014). 
This study adds to the literature in that it examines the role of explicit/implicit instruction in 
improving the use of the English article system, the learners’ writings and vocabulary size. 
(More details on how such improvements are measured are presented later). 
2.9.4 The Use of Deductive Teaching and Textual Enhanced Input in This 
Study 
Both deductive teaching and textual enhanced input teaching strategies have been praised by 
some researchers and criticised by others.  Despite the criticism of these two kinds of teaching, 
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the current study has adopted them. The objective of using these two strategies is to establish 
which is the most effective and therefore, would be more appropriate as regards the teaching of 
the English article system to Libyan students. 
 In other words, these teaching strategies were used in order to determine which one assists 
Libyan first year university students to use the English article system appropriately. It is 
necessary, however, to consider the bigger picture with regards to the effectiveness of teaching 
strategies in aspects other than the English article system. In addition, a look at other aspects, 
which Libyan learners have gained, is also essential. In order to achieve this, two measurement 
methods were utilized to measure the grammatical development and lexical diversity of the 
students’ writings. The T-unit was used to measure the grammatical development and type-
token ratio (TTR), in order to determine how many different words are used in a text. 
2.10 Summary of the Chapter 
This chapter has provided an overview of Contrastive Analysis Hypothesis (CAH), error 
analysis (EA), deductive teaching and textual enhanced input teaching techniques. The CAH 
has been defined from a variety of perspectives. Likewise, strong/weak versions of CAH, the 
role of transfer and the criticism it has faced have been discussed. The second part of the 
chapter reviewed EA in terms of definition, its role in SLA, and the classification and 
processes of errors. Finally, the distinction between implicit and explicit instruction techniques 
and the strengths and weaknesses of each approach have been highlighted.  
To conclude, it is noted that a number of theories of L2 have sought to establish how learning 
is processed and how learners master a language. CA theory claims that L2 learning can be 
achieved by comparing L1 and L2 and finding similarities and differences between them. 
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Being aware of the differences between the languages may assist learners to overcome their 
learning problems and may assist researchers in the design of appropriate teaching materials 
for use in teaching L2. Nevertheless, this theory has been criticized by a variety of researchers. 
Criticism of CAH resulted in the emergence of EA, which posits that by analysing learners’ 
errors, researchers can find areas of learning difficulties and help learners overcome these 
problems. The debate on how learners acquire a language has resulted in researchers 
examining teaching strategies and investigating their impact on learners. Certain teaching 
strategies—deductive teaching approach, (an explicit instruction strategy) and typographical 
input enhancement, (an implicit instruction strategy) —are used in this study to ascertain their 
impact on first year Libyan learners of English at Garyounis University. 
As the English article system is used in teaching the chosen teaching strategies in this study, 
and the CAH method has been adopted to compare the English and Arabic article systems, the 
next chapter provides details on the English and Arabic article systems in terms of their forms 
and uses in both languages.  
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Chapter 3 
The Article System in English and Arabic 
3.0. Introduction 
As mentioned in the previous chapter, the English article system has been chosen because 
Arab learners of English in general (Kharma, 1981, Al-Buainain, 2007, Crompton, 2011 and 
Grami, 2012) and Libyan learners in particular (Hewaydi, 2007 and Al-Khasawneh, 2010) 
experience difficulties in mastering the English article system. This chapter is divided into 
three parts. The first part provides definitions of the terms definiteness, specificity and 
genericity in English and Arabic from different perspectives. This is in order to offer readers 
more information about the article systems in both languages and show them various options 
regarding how they are viewed. Most are mentioned in this study, making it easier for readers 
to understand what such terms mean.  
The second part is a comparative analysis of the English and Arabic article systems from the 
Contrastive Analysis Hypothesis (CAH) point of view. It is claimed that similarities between 
the two languages may facilitate learning and that differences between them obstruct learning, 
making it problematic and resulting in errors. In order to compare the English/ Arabic article 
systems, the researcher used examples from authentic texts (see appendix E). This comparison 
is of vital importance to this study as it may assist the researcher to achieve the following: (1) 
Understand Libyan students’ difficulties in learning the English article system, (2) Recognize 
the reasons for these problems especially the role that L1 may play in the process of 
acquisition, (3) Observe what kinds of errors Libyan learners of English may commit in this 
study, and (4) Recognize which English article may be misused frequently by Libyan students 
and why. Most examples used in this chapter are from the authentic texts in appendix E and 
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are coded as [text ..] followed by the number of the example in the  texts. Further details about 
the authentic texts are provided at the end of this chapter.   
The third part discusses the literature point of view with regard to teaching the English article 
system for second language learners. As the results of some studies (e.g. Pica, 1985 and 
Master, 1997, 2002) confirm that grammatical complex systems such as the article system can 
be taught via choosing an appropriate grammar design, this part examines the SLA research 
viewpoint. 
3.1. Definiteness in English 
The literature contains opinions which are used to define the term definiteness.  A number of 
linguists, philosophers and logicians (e.g. Chafe, 1976; Hawkins, 1978; 1991 Givon, 1978; 
Bickerton, 1981; Heim, 1982; Quirk et al., 1985; Lambrecht, 1994; Egli and Heusinger, 1995; 
Lyons, 1999 and Ionin, 2003) have defined definiteness as a semantic property from different 
points of views. For instance, according to Russell (1905), cited in Hawkins 1978, definiteness 
is based on uniqueness vs. existentiality. Other linguists (e.g. Kamp, 1981 and Heim, 1982) 
have defined definiteness in terms of anaphoric properties, familiarity identifiability vs. 
locatability. Moreover, linguists such as Egli and Heusinger (1995) defined definiteness in 
terms of the situational use of the definite determiner phrases. Some of these opinions are 
discussed below. 
3.1.1 Uniqueness and Existentiality 
A number of philosophers and theorists have made attempts to examine the concept of 
definiteness. One attempt was made by Russell in the early part of the 20th century (1905). He 
offered definiteness in terms of uniqueness vs. existentiality. His decisions were based on 
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countable-nouns. In order to show the difference between the definite and indefinite articles, 
he provided the following example: 
(1) The king of France is wise. 
According to Russell, this sentence represents a conjunction of three proposals. 
1.a-  There is a king of France. (An existential claim) 
1.b- There is not more than  one king of France. (A uniqueness claim) 
1.c- This king is wise. (A prediction claim) 
 
The three proposals follow a logical entailment; if one sentence is false, the other proposals are 
false. The assertion of (1) is the assertion of the other three, that is, a, b, c. To Russell, (1a) 
refers to an existential phrase which claims the existence of a king by using a definite 
description. (1b) has a uniqueness reference about the object, i.e. the existence of only one 
person stated. (1c) claims that the prediction is related to this existing and unique person. 
Russell believed that whether (1) is true or false depends on all three proposals; if one of the 
three proposals is false, (1) will be false as well.  
According to Russell, an entity is unique when it is indicated by a singular noun with the 
article the; and an entity which is marked by a does not refer to uniqueness but may still exist. 
Russell’s contribution to express definiteness is through the propositions: existentiality and 
uniqueness. Existentiality may be used with definite as well as indefinite descriptions. Since 
existentiality can be established in both definite and indefinite articles, Uniqueness is usually 
accepted as describing definiteness (Roberts, 2003). Uniqueness, from a pragmatic point of 
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view, can provide an explanation of the use of the definite article the with Nouns both in 
linguistic and non-linguistic settings. The following examples demonstrate this as follows.  
 (2)  A little boy loved to come and play around it every day. The little boy had grown up. [Text 1.3] 
 (3) She went to the merchant’s home and knocked at the door.   [Text 23.8] 
(4) Do you mind cleaning the shelf before I put the computer on it? (Lyons, 1999, p. 3) 
(5) Put these dirty dishes in the kitchen please. (Lyons, 1999, p. 3) 
Linguistic contexts are presented in examples (2) and (3). In example (2), the noun phrase the 
little boy bears a unique referent as it is mentioned previously in the discourse. In (3), there is a 
unique relationship between the merchant’ house and the door i.e. a house has a door. Hence, 
the was used with the noun door. Non-linguistic contexts are illustrated in examples (4) and 
(5). In (4, 5), the nouns the shelf and the kitchen bear unique referents in the immediate 
situation. 
Moreover, Lyons (1999, p. 8) believed that the definite article the can “involve the idea of 
uniqueness: the definite article signals that there is just one entity which satisfies the 
description used”. To Lyons, uniqueness can be explained through the use of the definite 
article the in logical expressions such as superlatives adjectives or in hypothetical situations. In 
such cases, the use of the indefinite article is incompatible. The following examples (from 
Lyons, 1999, p. 9) demonstrate this. 
(6). She is *a/ the best actress I have ever met.  (Semantically unique expression) 
(7). She is *a/ the last student in the class. 
(8). The winner will get a trip to Italy. 
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(9) The person who joins me will not regret it. 
Examples (6, 7) show uniqueness and hence, an indefinite article cannot be used. Likewise, in 
(8) and (9) there is a unique winner who will win a trip to Italy and a unique person who will 
join the speaker even though the situation is hypothetical because the race has not yet finished 
and the person who will join the speaker is not yet identifiable. 
 
However, Russell’s account has been criticized by a number of researchers. For example, 
Strawson (1971) criticized Russell point of producing the three propositions on an equal basis.  
According to Strawson, in his example, The king of France is wise, the existential sentence 
there is a king of France and the uniqueness sentence there is not more than one king of 
France are not asserted by (1), i.e. The king of France is wise. In Strawson’s opinion, only 
(1c), which bears the predication of wisdom, can be asserted by (1). Moreover, according to 
Lucas (2010), for example, if one were to assert (1) in year 2010, this would be a false 
sentence, because the existential claim in (1a) is (at present) false. 
Such a criticism has led some linguists such as Christophersen (1939) and Strawson (1952) to 
claim that familiarity and identifiability, (which will be discussed later) should be more 
appropriately used to describe definiteness rather than uniqueness. 
3.1.2 Familiarity 
 According to Christophersen (1939, p.72), familiarity refers to “an association between the 
potential meaning of a word and previously acquired knowledge, by which it can be inferred 
that only one definite individual is meant”.  Moreover, Christophersen (1939, pp. 69-70) 
described the use of the definite article the as:  
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 The use of a the-form it is necessary that the thing meant should occupy so prominent a place in the listener’s 
mind that by the mention of the form the right idea is called up. There must be a basis of understanding and the 
purpose of the article the is to refer to this basis, to indicate ‘’the thing you know.’’ This function may be 
described as ‘’familiarization’’, if this is taken to mean ‘the indication (not the creation) of familiarity. 
 
He believed that the NP with the definite article the reveals that both the speaker and the 
hearer are familiar with what was mentioned with the. When the referent is not in the hearer’s 
mind, a question arises as to what is expected, as in: 
(10)  A: I was at the park yesterday and I saw the accident. 
        B: (surprise) What accident? 
        A:  Didn’t I tell you about.  
The question (i.e. what accident?) was asked because the hearer is not familiar with what the 
speaker referring to, that is, the accident. Christophersen (1939, p. 28) believed that in order 
for a speaker to be understood, “it is important that he should not use words and phrases which 
the hearer is likely to misinterpret even if the hearer knows the class of objects in general that 
are under consideration (i.e. knows the word itself)”. Familiarity may reveal the distinction 
between the definite article the and the indefinite article a in terms of definiteness. 
In line with Christophersen, Lyons (1999, p. 3) stated that “in familiarity hypothesis The 
signals that the entity denoted by the noun phrase is familiar to both speaker and hearer, and a 
is used where the speaker does not want to signal such shared familiarity”. 
However, Christophersen’s account of familiarity was criticized by a number of researchers. 
Perridon (1989), for instance, believed that weaknesses in the familiarity theory can be 
revealed through the use of the indefinite article with noun phrases. Here is an example: 
(11) You have a handsome husband. 
 
 
66 
 
The hearer should be familiar with the NP marked with a (i.e. a handsome husband) because 
he is her husband. This means that familiarity may be referred to by the indefinite article a.  
Such criticism led to the emersion of the notions identifiability and locatability being defined 
as features of definiteness. 
3.1.3 Identifiability and Locatability 
Some linguists (e.g. Searle, 1969) have also defined identifiability as a redefinition of 
uniqueness and familiarity. Searle (1969, p. 85-86) drew up a principle of identification and 
according to him: 
 Identification entails that the hearer be able to identify the object from the speaker’s utterance of 
the expression. By identify here I mean that there should no longer be any doubt or ambiguity about 
what exactly is being talked about. … after something has been identified one may still ask ‘what?’ 
in the sense of ‘tell me more about it’, but one cannot ask ‘what?’ in the sense of ‘I do not know 
what you are talking about’. 
 
Lyons (1999) believed that identification requires the readiness of the hearer to identify the NP 
preceded by the. To him, in order for a hearer to identify which object is being referred to, a 
hearer needs to make some effort to achieve this. The following examples illustrate his point. 
(12)  Do you mind cleaning the shelf before I put the television on it please? 
Now, for instance, somebody needs to hang a picture on the wall while he/ she is on a ladder, 
and during that time, his/her father enters the room and without looking at him, he/she says to 
him: 
(13) Pass me the picture, please? 
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The comparison between examples (12) and (13) reveals that in (12) the hearer is familiar with 
the shelf being talked about as he/she is in the room and knows that there is a shelf in the 
room, whereas in (13) the hearer (i.e. father) is not familiar with the picture as he has just 
entered the room. At the time when the speaker utters the sentence, the hearer does not know 
that there is a picture in the room and he has to look for it. The use of the definite article the 
with the noun picture informs the father that he is able to identify which picture is being 
referred to. Hence, it can be concluded that in such a case familiarity is tenuous but 
identifiability is not.  
There are some cases (e.g. associative uses) in which identifiability rather than familiarity 
occurs. Lyons (1999, p. 3) offered the following example to illustrate this point: 
(14) Our relatives have just got in from Cairo. The plane was three hours late. 
Lyons believes that since there is a journey, the involvement of a plane is possible and the use 
of the definite article with the noun plane assists the hearer to associate the referent with the 
journey from Cairo. According to Lyons (1999, p. 6)  
The definite noun phrase the plane authorizes the hearer to associate its referent with this 
journey, confirming the possible association. It does this by indicating that its referent can 
be identified by the hearer, and the most straightforward identification is with a plane the 
travellers probably came on… . 
 
Lyons (1999), however, stated that there are other cases in which uniqueness takes place rather 
than identifiability. He claimed that some associative uses can be problematic in terms of 
identifiability and presented the following example: 
(15) I just have been to a wedding. The bride wore white. 
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To Lyons, the use of the definite article with the noun bride is successful as the hearer knows 
that a wedding involves a bride. However, the hearer may not be able to identify the bride as 
he/she does not know who she is. Moreover, if the hearer was asked the next day who got 
married, he/she might not offer a response similar to the one mentioned above.   
Furthermore, Hawkins (1978, p. 167) introduced his location theory as a challenge to 
identifiability. His theory states that the speaker’s uses of the definite article the acts as 
follows: 
According to my location theory, the speaker performs the following acts when using a definite 
article. He (a) introduces a referent (or referents) to the hearer; and (b) instructs the hearer to 
locate the referent in some shared set of objects; and he (c) refers to the totality of the objects or 
mass within this set which satisfy the referring expression. 
 
Both the speaker and hearer share knowledge of a referent that may exist in sets of different 
kinds. In order for the speech act to be successful, there are four conditions that should be 
fulfilled. 
Condition (1) set existence which requires both the speaker and hearer to share knowledge of 
the set of objects by which the definite referent is located. Condition (2) set identifiability 
requires the hearer to be able to infer what the referent means either by previously mentioned 
discourse or the situation of utterance. Condition (3) set membership which refers to the 
existence of the referent in the shared knowledge. Condition (4) set composition which 
consists of three steps: (i) There should be only one object in the shared set “satisfying the 
descriptive predicate in addition to those referred to by the definite description”; (ii) the 
number of  objects referred to by the definite article should not exceed the number of objects 
in the shared set. If the number is exceeded, it will be difficult to locate the referent; and (iii) 
the hearer should be able to infer that the object being referred to as the property that is used to 
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refer to it. Hawkins (1978, p. 168) illustrated how the violation of the four conditions can 
cause a communication breakdown. 
(16) I have just seen the professor again.  
I do not think we have met before, have we? 
 
(17) I have just seen the professor again.  
Which professor? 
Oh, didn’t I tell you? 
 
(18) I have just spoken to the professor.   
What?  
That one over there? 
 No, the one I was just talking to you about. 
 
(19)  The two teachers. 
In (16) the breakdown of communication has occurred because both the speaker and hearer did 
not share a previous talk-exchange. Hence, as the speaker and hearer have no shared set of 
objects, conditions (1) and (2), i.e. location and identification are left out. Sentences (17) and 
(18) reveal the relationship between condition (2) and condition (3). They should work 
together in agreement; as when one of them is not fulfilled, a breakdown of communication 
may occur. In example (17), identifiability (i.e. condition 2) is met whereas membership (i.e. 
condition 3) is not. The breakdown occurs because the hearer does not know which professor 
the speaker is referring to. In example (18), membership (condition 3) is met whereas 
identifiability (condition 2) is not. The breakdown has occurred because the hearer failed to 
identify which professor is being referred to by the speaker. The hearer has no knowledge of 
the speaker’s intention whether it is, the one I was just talking to you about (a previous 
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discourse set) or, that one over there (immediate situation set). Example (19) is linked to 
condition 4. The two teachers may meet condition 4 in that both the speaker and hearer are 
referring to the number mentioned. 
Hawkins’ theory contained concepts as mentioned above such as identifiability and 
existentiality. The concepts existentiality and uniqueness, for example, are evident in relation 
to the speech act and the four conditions, as well as the shared set and the concept 
inclusiveness.  
As inclusiveness is a concept that can be included in the meaning of definiteness, further 
discussion of it is required. 
3.1.4 Inclusiveness 
Hawkins (1978, p. 159) provided the following examples in order to explain what the notion of 
inclusiveness means. 
Bring the wickets in after the game of cricket. 
In this example, if one considers uniqueness as a “property of set rather than an individual” the 
hearer is expected to bring a set of four, three or five wickets rather than six. As a result, when 
the hearer does not bring six wickets (cricket requires six wickets), the speaker may not be 
satisfied. A further example is presented here: 
(20) I must ask you to move the sand from this gate. 
If the hearer only moves some sand, the speaker may not be satisfied, the reason being that the 
speaker is concerned with “the totality of the objects, or to the whole mass, in the relevant 
shared set, i.e. to all the wickets and all the sand”. According to Hawkins (1978), inclusiveness 
should be complemented and incorporated with uniqueness. The use of the definite article with 
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plural nouns or mass nouns has a similar sense to the use of the universal quantifier all.  The 
use of the noun phrase the wickets in the above example may be understood as a unique set of 
objects (i.e. wickets).   
However, inclusiveness can be equal to uniqueness when the totality of objects which satisfy a 
definite description amounts to only one. Hawkins (1978) stated that: 
…plural and mass nouns with the definite article refer to the totality of the objects or mass in 
the relevant shared set. But similarly, when a singular count noun is used this simply because 
the totality in question amounts to no more than one object in this case. (p, 159) 
 
To explain what he means, he provided an example as follows: 
(21)  The prime minister is going to resign next month. 
To Hawkins, in sentences such as the one above, the use of the definite article with a singular 
noun refers to the totality of the object in the relevant shared set because the totality refers to 
one object, i.e. the prime minister. 
Hawkins’ notion of inclusiveness has, however, been criticized by a number of linguists. 
Chesterman (1991, p. 66), for instance, declined the presentation of inclusiveness with the 
term all. He presented the following example.  
(22) The Americans have reached the moon. 
According to Chesterman, not all Americans reached the moon. The Americans in the above 
example refer to representatives of a whole set. He believed that the use of the with the 
meaning of all, means “all with respect to the relevant intents and purposes, more or less”. 
Huddleston (2002) believed that the use of the definite article the with plural nouns does not 
necessarily refer to the whole entity of an object. The following examples demonstrate this 
point (p. 370). 
(23)   a. The bathroom tiles are cracked.  b. All the bathroom tiles are cracked. 
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In (23a) the sentence does not mean that every tile is cracked (i.e. the crack is not necessarily 
present in every individual tile, however, in (23 b), every tile is cracked (i.e. the crack is 
applied to every individual tile). 
 
In summary, some elements of definiteness such as existentiality, uniqueness, familiarity, 
identification, locatability and inclusiveness have been explored, now other aspects of the 
meaning of the English articles such as specificity and genericity should be considered. 
3.2 Specificity in English 
According to Brinton (2000, p. 292), “information is specific if it denotes a particular entity in 
the real world, whereas it is nonspecific if it denotes no particular entity in the real world.” To 
Brinton, specific refers to particular members of the set. Both definite and indefinite articles 
can be used in specific and generic phrases. According to Bickerton (1981), the difference 
between the article the and a/ zero can be realized in terms of two features: [± Specific 
Reference] and [± Hearer Knowledge]. The former means that the article and the noun phrase 
which arises jointly with it may or may not have a specific reference. The latter refers to 
whether what is mentioned in a sentence is known to the speaker and hearer from a context or 
previous discourse. 
From a different perspective, Brinton (2000), Ionin (2003) and Ionin et al. (2004) believe that 
article-based languages such as English and Arabic have two different settings: [± definite] 
distinction and [± specific]  distinction. [+definite] can be expressed by the. It means that the 
speaker and hearer assume the existence of a unique individual in the sentence, whereas [-
definite] can be expressed by a/an and zero where no unique individual reference is 
mentioned. Moreover, Specificity [+ specific] means that the speaker intends a reference to a 
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unique individual in a sentence. According to Brinton (2000) and Ionin et al. (2004), English 
articles do not encode specificity. This claim can be supported by the fact that both definite 
and indefinite articles can be used to refer to specific and non-specific references, but a 
definite article cannot be used to refer to an indefinite reference, and an indefinite article 
cannot have a definite reference. Taking this analysis as a basis, some researchers such as 
Lyons (1999) and Brinton (2000) divided NP into four major semantic types. Lyons (1999, p. 
172) provided the following examples to illustrate the theory. 
1-[+ Definite, + Specific] 
(24) We cannot start the lesson, because the student who is giving the presentation is absent- 
typical of John, he is so unreliable. 
2-[+ Definite, - Specific] 
(25) We cannot start the lesson, because the student who is giving the presentation is absent- 
I’d go and find whoever it is, but no-one can remember, and half the class is absent. 
3- [ - Definite, + Specific] 
(26) A cat was in here last week- it is called Sulu and Adam always lets it sit by the fire on 
cold nights. 
4-[- Definite, - Specific] 
(27) A cat was in here last week- there is no other explanation for these scratch marks on the 
wall. 
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It can be seen from the underlined expressions above in (24) that the speaker refers to a 
particular student. In (25) the speaker does not refer to a particular student and the hearer 
cannot identify this. The NP, a cat in (26) refers to a particular cat in the speaker’s mind (i.e. a 
cat which is familiar to the speaker). In (27) a cat does not refer to a particular cat and neither 
the speaker nor the hearer can identify it. 
The examples mentioned above show that both the definite and indefinite articles with singular 
nouns can bear specific references. However, a definite article cannot refer to an indefinite 
reference and vice versa. As a result, what is significant about the article usage is whether the 
noun is definite or indefinite because when the speaker and hearer are able to identify the 
object being talked about, the definite article can be used, when not, the indefinite article is 
used. 
Another notion that has been linked to the article system is genericity. The relationship 
genericity has with definiteness can be described below. 
3.3 Genericity in English 
 Genericity has more than one form. The three forms of the articles, the, a (n), and zero can be 
used to express genericity. Some researchers (e.g. Lyons, 1999, Longobardi, 2001) believed 
that genericity refers to an entire class as a whole. Class refers to all objects which satisfy the 
description of the noun. Additionally, Quirk et al. (1985, p. 265) stated that “the reference is 
generic, since we are thinking of the class without specific reference”. 
Each article, and how it has a generic reference, is analysed below. 
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3.3.1 Generic Reference of a 
The indefinite article a/an can be used to express a generic sense like A cat has a tail. 
According to some researchers (e.g. Quirk et al., 1985, Brinton, 2000) a is equivalent to any, 
i.e. Any cat has a tail, however, there are some cases in which a cannot be substituted by any 
and there are some doubts with regard to the status of genericity of a. 
First, the predicate (i.e. the verb) plays a role in interpreting whether a sentence expresses a 
generic reference or not. For example, a sentence such as A lion is becoming extinct cannot 
bear a generic reference as the predicate be extinct requires a class expression (that refers to 
the class as a whole). Burton-Roberts (1976) claimed that a predicate like becoming extinct is 
not an essential characteristic of the lion. Hence, a+N can be generic when it obtains 
predicates that express inherent characteristics like A horse is a mammal where A horse is a 
mammal  indicates either being a horse or horse-hood. 
Additionally, those who believe that the indefinite article a can be substituted by any do not 
make the generic reference of a+N equivalent to other generic references (i.e. the and zero). 
However, a number of researchers do not agree that the use of a+N to refer to generic 
reference can be replaced by any. Examples are provided by Burton- Roberts (1976, p. 436). 
Below are alternate results arising from the substitution of a with any where the use of any is 
not acceptable to replace a. 
(28) a- A kitchen is a cooking room. 
         b- ?*Any kitchen is a cooking room. 
(29)  a- A whale suckles its young. 
         b- ?*Any whale suckles its young. 
(30) a- A beaver lives in Canada. 
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       b- ?* Any beaver lives in Canada. 
 
The b-examples mentioned above reveal the unacceptability of substituting any with generic a. 
3.3.2 Generic the 
The definite article the can be used with singular and plural nouns to express genericity. 
However, with regard to The + Plural nouns, definiteness theorists (e.g. Hawkins, 1978, Quirk 
et al., 1985, Chesterman, 1991, Huddleston, 2002) have different views regarding what 
constitutes a generic noun phrase. For example, according to Chesterman (1991) The+ Plural 
N can express genericity when reference is made to a set of categories. The following cases 
(from Burton Roberts, 1981) are examples of this: 
(31). Among the lizards, Iguanas are the most popular as a focal food. 
Quirk et al. (1972) provide the following example: 
(32). He likes the wines of this shop. 
In (31) the lizards refer to all types of lizards, i.e. the whole class, likewise, in (32) the wines 
refer to kinds or brands of wine in the afore-mentioned shop. 
Hawkins (1978) claimed that when inclusiveness is taken into account, the question under 
consideration is whether The+ Plural nouns can be used to refer to a generic reference. 
Hawkins believed that when The+ Plural Nouns is compared with plural nouns with the zero 
article (bare plurals), it results in that all the descriptions of plural definite i.e. the + Plural 
Nouns are distinguished where they might be located in a pragmatic set. By contrast, bare 
plural NPs are not contingent on such limitations. The examples (from Christophersen, 1939) 
below demonstrate this: 
(33) a- The weather of northern California is ideal for Americans. 
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        b- The weather of northern California is ideal for the Americans. 
In example (a), the use of Americans (bare plural) refers to all Americans without exception 
even those who inhabit other parts beyond northern California. Conversely, in (b) the noun the 
Americans is confined to people who live in northern California. 
Hawkins (1978, p. 217) also, provided other examples as follows: 
(34) a- Indians are clever. 
       b- The Indians are clever. 
Example (a) shows that every Indian is clever, i.e. the predicate be clever is applicable to all 
Indians. In (b), however, the use of the+ plural noun (i.e. the Indians) refers to people of Indian 
parentage who presently live in Italy. In other words, the NP the Indians refers to fewer 
individuals not all individuals. 
3.3.3 Generic Zero 
A number of linguists (e.g. Burton-Roberts, 1976) have questioned whether a generic 
reference exists in an article-marked noun itself or in other aspects in a clause, like the 
predicate. 
For that reason a number of uncertainties have arisen with regards to the use of all which is 
found in generic sentences, in which the occurrence of the zero article is either with a mass 
noun or a plural noun. There are different points of views as regards the use of nouns with the 
zero article referring to a generic sense. The examples below demonstrate them: 
(35). Oil floats on water. 
(36). Rabbits like carrots. 
In example (35), the sentence can be rewritten as all oil floats on water, whereas in (36) the 
use of all (i.e. all rabbits like carrots) is not appropriate as nobody can be certain that all 
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rabbits like carrots. Some researchers (e.g. Lawler, 1973, Chesterman, 1991) have claimed that 
there are relevant quantifiers (e.g. in general, most, at least) which can be used to rewrite 
sentence (36). 
Carlson (1977) claimed that from a semantic point of view, bare plurals whether their uses are 
generic or not are the same. He maintained that bare plurals can be interpreted as: the generic 
interpretation, (it has a reference to almost all members of a denoted kind) and the 
partitive/existential interpretation. Carlson (1977, p. 53) believed that the choice between these 
two interpretations is based on the contents of a sentence. Some predicates cause ambiguity 
because they may be interpreted as inherent or eventful. In order to explain what is meant by 
this he provides the following examples: 
(37). Cats are clever. 
(38). Cats are awake. 
(39). Dinosaurs ate kelp. 
Examples (37) and (38) bear no ambiguity as the predicates in both sentences bear one 
interpretation. In (37) it is stated that, cats are clever, therefore, the reference is generic. In 
(38), the predicate is reporting an event; thus, its reference is non-generic. However, in (39) 
the sentence is ambiguous because the verb ate can have two meanings: eating kelp can be 
inherent for dinosaurs or can refer to an event in the past. 
According to Lyons (1999, p. 190), not only has the predicate resulted in different 
interpretations: generic and non-generic, but also there are other factors like locative 
expression and information structure which are worth consideration. Lyons (1999, p. 190) 
offered this example. 
(40) a- Tigers live in Africa- so if you want to see tigers, that is the place you have to visit. 
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b- Tigers live in Africa- actually there are more tigers in Africa than any other 
continent. 
Example (a) has a generic reference whereas (b) has a non-generic reference. Lyons believed 
that the possibility of a difference in intonation may cause a difference in structuring 
information. In other words, tigers in (a) is the topic of the sentence, however, in (b) Africa is 
the likely discussion. Thus, the bare plural tigers in (b) is the explanation of the sentence.  
To summarise, from the above discussion with regards to genericity, it can be concluded that it 
is a difficult notion to capture. However, by comparing the uses of the articles the, a/an, and 
zero in expressing genericity, it can be concluded that each has its prototypical points. A 
accepts one case to signify all other cases, as in A whale is a mammal. However, it is only one 
instance, thus, it may not be used to refer to a full generic sense as in A whale is becoming 
extinct. The singles out a class as a whole when it refers to a generic use, as in the whale is a 
mammal, and as it includes all classes, it may be used to express a generic use, as in the whale 
is becoming extinct. Finally, the zero article in its generic use, is rather ambiguous and whether 
it has a generic reference or not depends on the predication of a sentence. For instance a 
sentence like tigers may be dangerous can be ambiguous whereas tigers are becoming extinct 
bears a generic reference.  
3.4 Specificity in Arabic 
When a noun phrase is specific, it means that there is “a particular object which the speaker is 
thinking of as motivating the choice of description” (Lyons, 1999, p.166). According to Ionin 
(2003), Arabic is an article-based language and its articles encode the distinction [± definite]. 
The examples below demonstrate this concept. 
 
 
 
80 
 
 
[+ Definite, + Specific] 
 (41)     Son:      Abi        maada      taf9el     fi      hatha    al-mustashfa.     [Text 23.1] 
                        Daddy      what           do       in      this      the   hospital. 
              ‘What are you doing in this hospital, daddy?’  
  
Father:    kontu      ?zoru       al-modeer    en?hu      Sadeqii. 
                I was        visit      the  manager    he’s       friend my 
                  ‘I was visiting the manager. He’s my friend.’ 
 
 
[+ Definite, - Specific] 
  (42).   fi   sebaq   as-  sayarat   
             at  race     the   cars 
              ‘At a race.’ 
 
             A:     kaan      ?as-sebaaq     momte9.       [Text 24.2] 
                      Was       the race          interesting 
                        ‘The race was interesting.’ 
 
                           hel    yomkonani       ?n    oqabel       al-faiz?  
                                   May I                in      meet        the winner?  
                      ‘May I meet the winner?’ 
 
              B:  na9am     yomkoniki    thaleka. 
                   Yes           you may           this 
                     ‘Yes, you may.’ 
 
[- Definite + Specific] 
(43).  fi     al-maktaba  
           In    the library  
           ‘In a library ’ 
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  Librarian:  hel      tabHatu            9en        šayin              ya Taleb?    [Text 25.1] 
                       Do     you look         for        something       student     
                            ‘Are you looking for something, student?’ 
 
Student:  na9am      ?bHatu       9en       kitaban    ?Sfer    taraktahu     huna.   [Text 25.2] 
                    Yes        I look          for          book      yellow     I left           here 
                          ‘Yes, I am looking for a yellow book I left here.’ 
 
[-Definite, - Specific] 
(44).     A :  ?oredu      ?n        ?thhabu    ila    al-maktaba?   [Text 26.1] 
                    I want      in           go            to    the   library 
                     ‘I want to go to the library.’ 
 
             B:    lematha ?  [Text 26.2] 
                      Why? 
                       ‘Why?’ 
A: ana  musafer  wa   ?oredu   ?n   ?sta9eer   kitab   li ?qra?hu   fi aT- Tareeq. [Text 26.3] 
     I       travel   and     I want    in   borrow    a book   to   read      on   the    way. 
    ‘I am travelling and I want to borrow a book to read on the way.’    
 
3.5 Genericity in Arabic 
According to Krifka et al. (1995), Lyons (1999) and Ivanov (2009), a generic use refers to an 
entire class of an entity and contains the general properties of that class as a whole. Arabic 
differs from English in the way it expresses a generic reference. There is not an indefinite 
article in Arabic. Arabic uses the definite article al-and its absence marks indefiniteness. 
Unlike English which allows generic reference through the definite article the , the indefinite 
article a/an or the zero article, Arabic allows a generic use only through the definite article al-  
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with both singular and plural noun phrases. This generic al- is called al- al-jinseyah. When a 
noun is attached to this al-, it refers to the whole class, i.e. it represents (all) the class.  
2.5.1 Singular Generic Use 
(45)  monafasah       tadoor         beyan     America   wa   australlia   ella     tasdeer      al- qamaH. 
     Competition     takes place  between   America and Australia   over exporting   the wheat. 
‘A competition is taken place between America and Australia over exporting wheat.’ 
 
  
(46)      al-   fen       huwa        Soora        Seheyah       lei-    ta9beer.  [Text 4.1] 
            The art          is              form         healthy   to   the  expression 
           ‘Art is a healthy form to expression.’ 
 
(47)  Al-    tadkheen     ghaar     bi      SeHateka  [Text  26.1] 
         The    smoking      bad      for      your health 
          ‘Smoking is bad for your health.’ 
 
 (48) kul   al- masha9er: al- sa9ada    wa    al-Hozen     wa      al-me9refa  [Text 10.2] 
      All   the feelings:  the  happiness  and   the sadness   and    the knowledge 
     ‘All the feelings : Happiness, Sadness, Knowledge’ 
 
 (49)   al-    asbestos    ma9den    Tabe9i.  [Text 15.2] 
          The    asbestos   mineral       natural 
        ‘Asbestos is a naturally occurring mineral.’   
The examples above illustrate how to express genericity; Arabic uses only the definite article 
al- with singular and plural nouns. Al- can be used to refer to the whole class of concrete nouns 
such as lion, abstract nouns such as art and mass nouns such as happiness, whereas in English, 
according to Quirk et al. (1985), the definite article with singular count nouns, the indefinite 
article and the zero article can all be used to refer to a generic reference. 
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3.5.2 Non- Singular Generic Use  
In Arabic, the zero article cannot be used to express a generic reference. In other words, bare 
noun phrases cannot be used to refer to the whole class of an entity. For instance, English 
allows the sentence oceans and lakes have a lot in common to express a generic use of an 
entity where it refers to the whole class of members.  The sentence the oceans and the lakes 
have a lot in common may not express a generic use (Quirk et al., 1985). Arabic, however, 
does not have such a function. Instead, only the definite article al- with singular/plural, 
count/non-count nouns is used to express a generic use of an entity.  
 (50)   Lada   al- muHeTaat    wa    al- buHayraat    qawasen     muṡtarekah. [Text 19.1] 
          Have    the     oceans    and   the    lakes         a lot in        common 
         ‘Oceans and lakes have a lot in common.’ 
 
(51)  Al-  ?Tfaal      tho9ofa      wa    ya9tamedoon    koleyan    9ala    ?ba?ohom.  [Text 48.8] 
        The children  vulnerable   and    depend       completely     on   their parents. 
       ‘Children are vulnerable and completely depend on their parents.’ 
 
To conclude this section, the above mentioned part has presented examples of features used to 
define definiteness such as uniqueness, familiarity and inclusiveness. Also, it has shown other 
meanings such as genericity and specificity in both English and Arabic. The next section 
illustrates how English / Arabic articles agree in some points and disagree in others as regards 
form and functions. 
3.6 The Form of the Article System in English and Arabic 
 3.6.1 The English Articles 
Articles are the most common determiners in English. They are characterized as definite the 
and indefinite a (n) and Ø. For some linguists (e.g. McEldowney, 1977, Celce-Murcia and 
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Larsen-Freeman, 1983, Quirk et al., 1985 and Goodman, 1987) English articles are a (n), the, 
Ø, and some; for others (e.g. Master, 1994) English articles are a (n), the, zero (Ø). For the 
sake of simplicity, this study will utilise the work of Master (1994, p.229), who stated that 
‘although many researchers include unstressed some as a member of the article system, I have 
restricted the members to these four a (n), the, and no article’.  
The English articles are shown in the following tree: 
                                 The English articles 
                               
 
 Definite article                          Indefinite article                           Zero article 
      The                                              A /An                                               Ø                                   
3.6.1.1 The Indefinite Article a/an 
It is called indefinite because it is usually used to refer to something in a less specific manner. 
A/ An can be used only before singular count nouns. Essentially, a and an mean one, thus they 
cannot precede plural or uncountable nouns. The choice of a/an depends on phonology. The 
selection of a/an can be determined by phonetic rules rather than by spelling rules. The 
examples below demonstrate this. 
(52)  Take a pen and write.  [Text 4.8] 
(53)  A little boy loved to come and play around it.  [Text 1.3] 
 (54)  We need a house. [Text 1.16] 
(55) You become physically disabled due to an accident.   [Text 3.18] 
(56)  An ocean is very large.  [Text 19.2] 
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Nevertheless, there are some exceptions regarding the use of a/an.  For example, 
a university      not  *an university            a user      not *an user 
 Although the nouns university and user begin with a vowel letter u, they are preceded by a not 
an; the reason being that the nouns university and user are pronounced with a consonant y 
sound and hence a is required. In addition, countable nouns that begin with a silent h such as 
hour are used with an because the letter h is silent and the letter which follows it is a vowel. 
(57) We left them for half an hour. [Text 56.6]                                                                   
3.6.1.2 The Zero Article 
The zero article can be used before plural count nouns and non-count nouns. According to 
Master (1997, p. 222), ‘the zero article is the most indefinite of the articles. Its general function 
is to remove the boundaries that make nouns discrete’. The following examples (from 
Harwood, 2005, p. 10) illustrate this point: 
(58)The women ate a pizza. 
(59) The women ate pizza. 
In the first example, the use of a indicates that one pizza was eaten, while in the second 
example, the amount of pizza eaten was not known and hence, undetermined. The zero article 
can also be used with non-countable nouns and plural countable nouns which are both concrete 
and abstract. 
3.6.1.3 The Definite Article 
The definite article is expressed through the which is a free form. It is called definite because it 
usually precedes a certain or previously mentioned noun. It can be used before singular/ plural 
countable nouns and non-countable nouns.  
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(60)  With a singular countable noun  →  The boy came back to the tree.  [Text 1-7]                                          
(61)  With a plural countable noun →    The son started to take out the nails. [Text 2.11]                                  
 (62) With a non-countable noun →    The sun moves slowly.    [Text 10-2] 
3.6.2 The Arabic Articles 
Arabic expresses definiteness in three forms. The following tree illustrates this: 
                                         Definiteness in Arabic 
                                                                      
                   
 Definite markers                                                                                     zero article 
                                                                                                                                            
                          
 The definite article  al-               genitive construction                                    Ø 
                                                           Noun+ al- + noun 
 
3.6.2.1 The Definite Markers 
Unlike English, in which there is only one definite article (i.e. the), Arabic uses two forms: the 
use of the article al- and use of a genitive construction (Rydin, 2005 and Al-Kulaib 2010). 
Mansouri (2000, p. 22) stated that in Arabic ‘definiteness is usually achieved by 
procliticisation i.e. the use of the prefix al- or any of its allophones, all of which represent the 
equivalent of the English the.’ Concurring with Mansouri, Habash (2010, p. 99) stated that 
“definite NPs are either marked with the definite determiner prefix al- or a phonetically 
determined variant, within the construct state by agreement to the definiteness feature of the 
possessor DP.” 
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1)   The Definite Article  al- 
  The definite article al- can be used to specify a noun or a noun phrase. It can be used with 
singular/ plural countable nouns and non-countable nouns. It cliticizes nouns, that is, it is not 
an independent word.  
(63)     al- walad    ?jaab [Text 1.9] 
          The  boy    replied 
         ‘The boy replied.’                    
 
The difference between English and Arabic with regard to the definite articles the, al-, is that 
in English, the phrase the boy contains a head noun boy and a determiner the where the forms 
an independent unit and can be separated from the noun boy. In Arabic, however, the phrase 
al-walad (i.e.  The boy) consists of a head noun walad (boy) and a determiner al-. The definite 
article and the noun cannot be separated and al- is written as a part of the word and it is 
obligatorily proclitic. 
 The Features of the Definite Article al- 
(1) It is a prefix. Unlike English, the Arabic definite article is not a free form. It is a prefix or a 
proclitic particle and is attached to the noun and written as a part of it.  
(64)  aš-  ša:jera  [Text 1.8]   
         The  tree 
       ‘The tree’        
                        
(65)  al-    madrasah  [Text 9.13]   
        The   school                           
     ‘The school’   
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(2) The assimilation of laam l-. The pronunciation of al- depends on the initial letter of the 
noun it is attached to. Al- can be pronounced in two ways: the full pronunciation of al- and the 
assimilation of l-. The former takes place when a noun begins with a moon letter Huruuf 
Qamaryah and the latter when a noun begins with a sun letter Huruuf šamsiyah. In the case of 
assimilation l- becomes silent and the first letter of the word that a is attached to is doubled.  
(66)   at-    tufaHah    [Text 1.14]                                                                
         The   apple                          
        ‘The apple’     
                                                    
 (67) As-  siyaaj   [Text 2.7] 
       The   fence 
       ‘The fence’ 
 
 However, in writing, the definite article is always written in its full form (i.e. al-); regardless 
of the way it is pronounced (Mace, 1998, p. 12). There is disagreement regarding English and 
Arabic in terms of written vs. spoken languages. Western linguists such as Miller and Weinert 
(1998) believed that some typological conclusions that have been made about language are 
based on a written language which was recently considered different from the spoken language 
and that such differences between spoken and written varieties have not been taken into 
account. Miller and Weinert (1998, p. 382) pointed out that “writing is an optional accessory 
and that the real engine of verbal communication is the spoken language we acquire as 
children”. 
3.6.2.2 Genitive Construction (Addition) 
 
Bateson (1967, p. 10) stated that nouns can be definite when followed by “a determining 
complement which may be the second noun in a construct phrase”. A genitive construction 
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refers to two nouns in a sentence. The first noun is in a construct relationship with the second 
noun. In other words, a noun phrase consists of two nouns merged together to form a 
constituent. The first noun (the possessed) should be indefinite whereas the second (the 
possessor) should be preceded by al-, unless it is a proper noun. When a noun phrase has this 
construction, it is definite as it is modified by a following definite noun in the genitive.  
In English, this construction can be made with the preposition of (i.e. cataphoric reference 
which will be discussed later) or by using possessive‘s. The examples below demonstrate the 
case. 
(68) The price of the goods   [Text 8.8] 
(69) The store of the owner= the owner’s store. [Text 34.2] 
In Arabic, such sentences are equivalent to: 
(70) Se9er    al-   bagha?e9. 
         Price    the   goods. 
       ‘The price of the goods’                                                                         
 
(71)     MaHel  al- malek 
             Store  the owner 
           ‘The store of the owner’ 
 
Although the words price and store are not preceded by al-, they are considered definite for 
they are in a state of construction. The definite article does not precede the first nouns (i.e.  
price and store) for the reason that they are set as definite by means of addition. 
Moreover, when the second noun is a proper noun, the whole phrase is considered a definite 
noun phrase.  
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   (72)     madinat   macclesfield   [Text 47.5] 
             City         Macclesfield 
            ‘Macclesfield City’ 
 
The above example illustrates that the word Macclesfield is a proper noun and does not require 
an article as it is already definite. Therefore, the definite article al- is not added to both nouns. 
However, when the second noun is not a proper noun and is not preceded by al-, the first noun 
is not considered to be definite.  
        Shakelen    Sehei     [Text 4-2] 
         Form          healthy 
         ‘A healthy form’  
   
 
        Loghah       jadedah    [Text 7-4] 
        Language      new 
       ‘A new language’ 
 
       maSder       ra?e9       [Text 7-11] 
      Resource        fantastic 
     ‘A fantastic resource’ 
 
Although both English and Arabic have construction states, a point of disagreement can be 
noted in the following example: 
(73) English: The key of the door of the house. 
(74) Arabic: muftah    bab    al-   beit. 
                      Key        door    the house. 
                    ‘The key of the door of the house’ 
 
The above example demonstrates that English allows the use of the definite article with every 
noun in such a structure whereas Arabic does not. 
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3.6.2.3 Indefiniteness and Nunation (Tanwiin) in Arabic 
Although the definite article al- is visible in Arabic script, the indefinite article does not have 
an overt form to indicate its presence. Instead, an indefinite marker is considered a zero article 
that can be pronounced with the suffix -n (Nunation), it is pronounced Nuun sound and it is not 
written.  Nunation is a morphological marker that can be found at the end of both nouns and 
adjectives. The suffixed -n functions as an indefinite marker and can be indicated by means of 
one of three case endings: the nominative case, the accusative case and the genitive case (Nasr, 
1967, p.131, Qafisheh, 1977, p. 115 and Schulz, 2004, p.128). Case endings (Table 3.1) are 
small marks that are attached to the ends of words to indicate their functions. These case 
endings can be used with nouns that are used with the definite article and with nouns that have 
no article markers. For example, the nominative case is pronounced with u  ( al- kitabu) when 
definite and –un (kitabun) when indefinite, the accusative case ends with -a  (al-kitaba) when 
definite and  -an  (kitaban) when indefinite and the genitive case ends with -i  (al-kitabi) when 
definite and –in (kitabin) when indefinite.  
Table 3.1 Differences in the use of -n with nouns that are used with the definite article al- and nouns which 
are not 
English Transcription Arabic 
Nominative 
al-rafa9 
Subject 
Definite Indefinite Definite Indefinite 
(75)           al-      kitabu 
                 The       book 
        ‘the book’ 
 
kitabun  
book 
‘A book’ 
 
 ُبﺎﺘﻜﻟا 
 
ﺎﺘﻛ ٌب  
Accusative 
an-nasb 
Object 
(76) ana   ?qra’a     al- kitaba  
        I        read      the  book 
‘I read the book.’ 
   Ana    ?aqra’a     kitaban  
     I         read          book. 
‘I read a book.’ 
 َبﺎﺘﻜﻟا أﺮﻗا ﺎﻧا ﺎﺘﻛ أﺮﻗا ﺎﻧا ً ﺎﺑ  
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Genitive 
al-jer 
Possive 
(77) Ana  ?9Taitoha   al-   kitabi  
         I     gave her    the   book 
‘I gave her the book.’ 
ana      ?9Taitoha     kitabin  
I           gave her         book. 
‘I gave her a book.’ 
 
 ﺎﮭﺘﯿﻄﻋا ﺎﻧا
 ِبﺎﺘﻜﻟا 
 ﺎﮭﺘﯿﻄﻋا ﺎﻧا
ﺎﺘﻛ ٍب  
 
However, these case endings are not used in normal speech except when reading the Quran 
and in children’s educational books. Therefore, these three cases are heard al- kitab (the book) 
not al-kitabu (i.e. without the use of the suffix -n) and Ana ?a9Taituha kitab (I gave her a 
book) not ana ?aTaituha kitaban. Hence, the claim that Arabic has an indefinite article is 
hardly tenable. According to Badawi et al. (2004, p. 32), the Nunation was not primarily an 
indefinite marker in Arabic.        
                                                                                                                                                    
Similarly to the view of Badawi et al., many grammarians (e.g. Hawas, 1986, Fehri, 1993,  
Swan and Smith, 2001, White, 2003) believed that Arabic has no indefinite article as it is not 
overtly written as the definite article al- and that the case endings can be used with both 
definite and indefinite markers. Furthermore, Lyons (1999, p. 93) claimed that Arabic is a 
language that has an overt definite article, although it does not have a real indefinite article. 
It can be concluded that the case endings, which are used as indefinite markers, appear only in 
formal speech and while reading the Quran. Hence, the short texts that the researcher used in 
comparing the English / Arabic article systems contain no case endings. In other words, the 
indefinite article is not present in the texts and based on the views of the grammarians 
mentioned above, Arabic does not have an indefinite article and considered zero. The example 
below demonstrates this point of view. 
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(78) The wake of a violent revolt              [Text 35.3] 
This sentence is the equivalent in Arabic to: 
(79) 9asheyat   thawra   9anefah 
        Wake        revolt    violent 
Generally, the above discussion demonstrates that English has one definite article, an 
indefinite article (i.e. a(n)) and the zero article (i.e. Ø) whereas Arabic has two definite 
determiners: the definite article al- and definiteness through addition. It does not have an 
indefinite article like English. Since both languages have some differences in the form of their 
article systems, it is necessary to consider their uses, in order to ascertain more about what 
points they share and the points that they do not share. 
3.7 The Uses of the Definite Article in English/ Arabic 
3.7.1 Non-Generic Uses (Specific Uses) 
Both languages have some similarities and differences with regard to the use of the definite 
article. 
3.7.1.1 Anaphoric Reference  
1. Direct Anaphoric Reference 
In English, when a noun is mentioned twice in a sentence, the definite article the precedes the 
noun the second time it is mentioned. In other words, direct anaphoric use involves repetition 
of a noun that has been mentioned for the first time earlier in a discourse with an indefinite 
article.  
(80) A little boy loved to come and play around it every day. The little boy had grown up. 
[Text 1.3] 
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The example above indicates that the sentence begins with ‘a little boy’ (i.e. indefinite article) 
then in the second part, commences with ‘the little boy’ (i.e. definite article). The reason is 
because the phrase ‘the little boy’ is mentioned for the second time in the sentence, and the 
occurrence of the depends on the first noun mentioned in a sentence. 
2. Indirect Anaphoric Reference 
This refers to a reference which becomes a part of the hearer’s knowledge indirectly. There is 
an association from what was mentioned in a sentence on the basis of the hearer’s knowledge.  
(81) She went to the merchant’s home and knocked at the door.  [Text 23.8] 
(82) Will passengers please remain seated until the aircraft has come to a complete halt? 
[Text 40.8] 
The above examples demonstrate that both the speaker and hearer recognize which ‘door, 
aircraft’ is being talked about since the nouns ‘home, passengers’ which are mentioned in the 
first parts of the  sentences ( i.e. anaphora) have a door  and  passengers and therefore the 
words ‘door and aircraft’ are preceded by the definite article the. 
Similar to English, Arabic has a direct and indirect anaphoric reference called al-   Al-
9ahdeyah. There are two kinds:  al- 9ahd   al-thikri   al-mubašer (direct anaphoric reference), 
and   al-9ahd  ath-thikri   al-gheir mubašer ( indirect anaphoric reference). 
3. Al- 9ahd   al-thikri   al-mubašer (Direct Anaphoric Reference) 
As in English, the Arabic definite article al- can be used to specify a noun which is previously 
mentioned in a sentence (i.e. previous specification). The occurrence of al- can be used with 
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nouns mentioned for the second time because they are related to nouns which have been 
mentioned before in a sentence.  
    (83) Walad   şagheer   yoHubo   al- la9eb   Hawlaha.   Al- walad   9aad.    [Text 1.3] 
                Boy      little         love        the play     around it. The   boy   came back. 
        ‘A little boy loved to come and play around it. The boy came back.’        
 4. Al-9ah  al-thikri   al-gheir mubašer (Indirect anaphoric reference) 
Arabic allows the use of the definite article with nouns that have a relationship with nouns 
mentioned earlier in a discourse.  
(84) Dhahabat   ella   beith     al- tajer      wa      Taraqet      ella   al-  bab.  [Text 23.8] 
          Went she   to   home   the merchant    and      knocked     on     the door. 
        ‘She went to the merchant’s home and knocked at the door.’             
3.7.1.2 Cataphoric Reference 
In English, the cataphoric reference of (the) has a forward reference to a post modifying 
prepositional phrase or a relative clause. It means the definite phrase is based on what follows 
the head noun.  
(85) Due to the size of the Arabic markets  [Text 6.24] 
(86) The elderly who contribute to Medicare   [Text 3.8] 
(87) The copyrights of the composer   [Text 12.7] 
(88) The rest of the day   [Text 41.3] 
Unlike English, the cataphoric use of al- in Arabic functions differently. When two nouns are 
mentioned in the construct state (as discussed earlier), al- is not needed with the first noun as it 
extracts its definiteness from the noun that follows. Hence, the first noun is considered definite 
even without the use of al-.  
 (89)  hajim            al- aswaaq      al- arabeya  [Text6.24] 
         size            the markets     the  Arabic 
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       ‘Due to the size of the Arabic markets’ 
 
 (90) Nehayat     Hoqbat     quat    al-  dolar     [Text 36-4] 
          End          era           strong   the dollar 
         ‘The end of the strong-dollar era’ 
 
However, when the noun which is in a state of construction is preceded by an adjective, (i, e, 
the noun and adjective) require al-. The following example illustrates. 
(91)     Al- logha        al-  rasmeyah     li    al-  jaz?er [Text 6.5] 
         The language    the official         of    al- Jaz?er. 
       ‘The official language of Algeria’ 
 
Moreover, the case with relative clauses in Arabic is different from that in English. Several 
grammarians (e.g. Al Daimi and Abdel-Amir, 1994; Fehri, 1993; Elghamry, 2004; Sarko, 
2009) believe that relative clauses agree with their head noun in terms of definiteness. When 
the head noun is modified by al-, the relative clause must contain a definite article al- , and 
when the head noun is modified by a zero article, the relative clause must be zero. The 
following examples (from Sarko, 2009, p. 52, 53) demonstrate this as shown below. 
(92)  ?oridu     ?n       aštari      al-kitaaba       al- lathi      abHatu  9nhu   menthu   moda 
         I want       in         buy         the book        the  that      I look for     some time 
       ‘I want to buy the book that I look for some time.’ 
 
(93)  I     ?orihu    ?n     aštari     kitab       abHatu  9nhu     menthu   moda. 
             I want         in        buy      book       I  look  for        sometime 
          ‘I want to buy a book I look for some time.’ 
 (94)  *?oridu    ?n       aštari      al-kitab      abHatu    9nhu      menthu moda. 
       I  want      in        buy        the book      I look   for          sometime 
     ‘I want to buy the book that she looks for some time.’ 
 
(95) * ?oridu      ?n      aštari       kitab          al-lathi        abHatu    9nhu     menthu moda. 
    I want     in        buy         book         the  that        I look    for      sometime 
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    ‘I  want to buy a book I look for some time.’ 
 
However, there is an exception to this rule, which is that of proper nouns. When a proper noun 
is followed by a relative clause, al- cannot be used as shown in the following example. 
(96) *al-  feladelfia     al-lati      jonson   ya9refoha    thorat  men awqaat al-eHtelal.  [Text 60.1] 
    The Philadelphia    the which  Johnson  knows  is   heritage of  times  the colonial. 
    ‘The Philadelphia which Johnson knows is a heritage of colonial times.’ 
 
(97) feladelfia       al-   lati        ya9refoha   Johnson thorat men awqaat al eHtelal. 
    Philadelphia      the  which      know     Johnson     heritage   of   times    the colonial. 
    ‘Philadelphia which Johnson knows is a heritage of colonial times.’ 
  
The above-mentioned sentence (96) is correct without the existence of al- before the head 
noun phrase (i.e. Philadelphia). The use of al- with a proper noun in such a situation is not 
correct in Arabic unless al- is part of a noun and not added to it. 
 (98)  al-   amrikan       al- ladeen    Harabo   fi   fetnaam        [Text 35.14] 
          The  Americans   the who        fought    in    Vietnam 
       ‘Americans who had fought in Vietnam’ 
The noun Americans is written with al- because it is part of it. Hence the above sentence is 
considered correct in Arabic. 
Another difference between English and Arabic concerning cataphoric use is that in English 
one may say: 
(99) The Philadelphia which Mr. Johnson knows very well is a heritage of colonial times. 
[Text 60.1]    
According to Quirk et al. (1972, p. 155), the deep structural analysis of the above sentence can 
be divided into two structures: 
1) Philadelphia  is a heritage of colonial times. 
2) Mr. Johnson knows Philadelphia very well. 
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Such a function is not present in Arabic. The following example demonstrates this: 
(100) *Al- feladelfia    al lati   ?a9refohah   jayedan   heya   thorat   men   Libya  al-gadeemah. 
    The Philadelphia   the that   I know       well         it    heritage   from   Libya the ancient. 
‘The Philadelphia that I know very well is a heritage of ancient Libya.’ 
 
In Arabic, the above sentence is correct without the use of al- with the noun feladelfia    
‘Philadelphia’. 
3.7.1.3 Situational Use 
In both languages situational uses can be divided into: immediate situation and large situation. 
 Immediate Situation Uses (Situational Reference) 
In English, the situational reference refers to cases where the reference of (the) is derived from 
the extra linguistic situation, that is, the speaker and hearer express an idea which has an 
immediate bearing and close association with what is taking place at the time of speaking. 
Visible situational use. An object, which is mentioned, is visible in the situation of utterance. 
For example, when two persons are having a meal at a table in a restaurant and one asks the 
other to pass him/her something on the table. 
(101) Could you pass the salt, please?  [Text 58.5] 
(102) Will you please help clear the table?  [Text 58.7] 
The examples show that both the speaker and hearer know what is being discussed, that of, 
‘salt’ and ‘table’ which are visible to both persons.  
Larger Situational Use. This refers to specific and shared knowledge of a situation between a 
speaker and a hearer. In specific knowledge, the definite article the is restricted to a certain 
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country, nation or other locative expressions. For example, people in the United States may 
say the president spoke this morning as they know which president they are referring to. 
In addition, this can also apply to general knowledge between a speaker and a hearer. 
(103) The sun moves slowly.      [Text 17.3] 
(104) The bird flew high into the sky.    [Text 23.11] 
(105) They landed on the moon    [Text 18.3] 
This function of the definite article is the same in both English and Arabic. In Arabic, there are 
two kinds of situational reference al- :  al-9ahd  al-Hughuri,  (immediate situational reference) 
and  al-9ahd al-dihni (larger situational reference). 
Al-9ahd   al-Hughuri (immediate situational reference) 
This kind of al- is used when the object being referred to is in existence at the moment of 
speaking.   
 (106) Hal           tasmaH       bi   tamreer      al-  melH ?  [Text 58.5] 
           Could     you please       pass          the  salt?        
          ‘Could you pass the salt, please? ’ 
 
The example implies that the noun salt is mentioned in a situation where both the speaker and 
hearer recognize what is under discussion with regards to the salt. 
  Al- 9ahd   al-thihni (larger situational use) 
When a speaker mentions something which contains the definite article al-, it enters the mind 
of the hearer as both know which object they refer to in the discourse. They share knowledge 
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of an object that may be known worldwide or by all citizens of a nation. In such a case, al- 
must be present in a discourse.  
   (107)   raes     al-   wezarah   [text 22-3] 
            Prime   the  minister                    
           ‘The prime minister’                                
 
In Libya, for instance, everyone knows who the prime minister is; therefore, the phrase must 
be preceded by a definite article even when there is no a previous mention of it. The kind of 
definite marker used in this phrase is a genitive construction which is explained earlier in this 
chapter. 
3.7.1.4 The Definite Article with Proper Nouns 
 
In both English and Arabic, proper nouns usually arise with the zero article. However, in some 
exceptional cases, the definite article can be used before proper nouns as follows: 
1) English allows the use of the definite article before proper nouns to express partitive 
meaning of these proper nouns. According to Quirk et al. (1972, p. 203 ), ‘When the 
names have restrictive modification to give a partitive meaning to the name, proper 
names take the (cataphoric) definite article. This means that when a noun is used to 
refer to a specific situation, the can be prefixed to it.  
                           Unique meaning                                partitive meaning 
  (108)                In Vietnam                           from the North Vietnamese     [Text 35.18]                                                               
   (109)            at Christmas                   during the Christmas of this year    [Text 63.4] 
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In Arabic, both the unique and partitive meanings are usually expressed by the use of the 
definite article al-. 
(110)   Fi     al-    milad    [Text 62.2]                                       
          At    the   Christmas                                       
        ‘At Christmas’                                          
 
(111)   Khilala   al     milad    [Text 62.4]                                                                                           
            During  the   Christmas 
          ‘During the Christmas’ 
 
2)   In English, the definite article can be used before plural proper nouns to refer to a 
family name. 
(112)   The Smiths are having dinner.  [Text 14.1] 
 In Arabic, when mentioning family names, al- can be used with both singular and plural 
proper nouns.  
  (113)    al-  baghdadi     al-  maHmudi   [Text 22.4] 
           The   Baghdadi   the  mahmudi 
 
The noun al- maHmudi refers to the family that al-baghdadi belongs to. Hence, it should be 
preceded by al-. 
3.7.1.5 The Definite Article as Part of a Name 
 
 In English, the definite article the forms an organic part of the name in some cases: 
1) Some countries have the definite article as part of the country’s name.  
(114)   The United States      [Text 9.9] 
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(115)   The United Nations    [Text 6.18] 
 
Similar to English, this is also present in Arabic. Many names of countries and cities include 
the definite article al- as part of the name (Schulz, 2004).  
(116)   Al-     omam    al- motaHedah    [Text 6.18] 
            The  Nations   the United 
         ‘The United Nations’ 
 
  (117)  Al      welayat   al-    motaHedah  [Text 9.9] 
            The      States     the    United 
          ‘The United States’ 
 
However, some names of cities and countries are preceded by the definite article al- in Arabic, 
while in English, they are preceded by the zero article. This point of disagreement may 
confuse Arab learners of English and lead them to use the when it is not required with some 
names of cities/countries. 
 (118)   al-  jaz:a:?ir      [Text 6.6]                         
         The   Algeria      
         ‘Algeria’                              
  
 (119)  al-  9 iraq      [Text 9.2] 
            The   Iraq         
              ‘Iraq’        
                               
 
2) The definite article with names of seas and oceans 
In English, the definite article can be used with names of seas, mountains and oceans.  
(120)  The Mediterranean Sea    [Text 50.4] 
(121)  The Red Sea  [Text 27.10] 
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This is also a frequent case in Arabic. In some cases, the definite article al- can be used in both 
components of the name of the sea especially when the restrictive component is originally an 
adjective.  
 (122)  al-    baHr    al-   aHmar     [Text 27.9] 
            The   red      the  sea 
           ‘The Red Sea’ 
 
(123)   al-     baHir    al – mutawaseT   [Text   50.4] 
             The   sea      the   Mediterranean          
            ‘The Mediterranean Sea’ 
 
(124)  al-  šarq    al-  awseT    [Text 6.19] 
                 The east     the middle 
               ‘The Middle East’     
 
Nevertheless, when the restrictive component is a proper noun, the word  baHr (sea) does not 
have the definite article al-.   
(125)    baHr   al- 9arab                                                                
            Sea       the Arab 
             ‘The Arab sea’ 
 
The reason for this is that the word baHr is treated as a component of a genitive structure. 
 
 
3) With names of rivers 
In English, the definite article can be used with names of rivers.  
(126) The River Nile    or   the Nile   [Text 21.1] 
In contrast to English, Arabic does not allow the use of al- with the word ‘river’ naher in 
construction similar to the ones mentioned above, as in this case it is in a genitive position. 
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(127) Naher  Al-   neil 
         River    the   Nile 
        ‘The river Nile’ 
3.7.1.6 The Definite Article with Superlatives 
English allows the use of the definite article the with a superlative adjective such as the phrase: 
(128)  The biggest problem    [Text 7.3] 
(129)  The longest river in the world   [Text 21-1] 
However, in Arabic, the use of the definite article al- with nouns that follow superlative 
adjectives depends on number; if the noun is plural, the definite article al- is required; if it is 
singular, al- is not needed.  
  (130)   Akbar   mushkelah    towajeh    al- nass    [Text 7.3] 
            Biggest    problem          face        the   people 
           ‘The biggest problem people face’ 
 
 (131)  Afdhal    al-     Torek    li  momarasat    al- reyadhah   [Text 4.11] 
            Best     the     ways    to        get          the    practice 
         ‘The best ways to get practice’ 
 
However, abstract adjectives usually agree with nouns as regards definiteness.  If the noun is 
preceded by a definite article al-, the adjective has al- as well. 
     (132)  al-     aswaq     al-   9arabyah    [Text 6.24] 
              The   markets  the  Arabic 
              ‘The Arabic markets’ 
3.7.2 The Generic Uses of the Definite Article the 
The generic use of the can be used to refer to a class, race, or individuals of a nation. It is 
regularly used with singular nouns to refer to a generic sense. However, some researchers (e.g. 
Celce-Murcia and Larsen-Freeman, 1999) believed that the can be used with plural nouns to 
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refer to a generic reference whereas according to Quirk et al. (1985) and Standwell (1997), 
(the + plural nouns) cannot be used to refer to a generic use. They believed that such 
sentences cannot be used to refer to a generic sense. Quirk et al. (1985, p. 283) provided the 
following sentences as examples: 
(133) The wolves are carnivorous ≠ wolves are carnivorous. 
There are two special cases where the can be used with plural noun phrases: 
1- Nationality nouns where noun phrases are used to refer to people of a specific nationality or 
nationalities.  
(134) A strong competition is taking place between the Australians and the Americans. [Text 8.11] 
(135) Installed by the British in the wake of a violent revolt  [Text 35.1] 
2- When adjectives are used as nouns and refer to a group of people.  
(136)  The elderly who contribute to Medicare  [Text3.5]                                                                  
3.7.3 The Definite Article with Names of Institutions 
In English, the definite article the can be used to refer to a particular use of an institution.  
(137) He went to the school. (As a parent to see the headmaster) 
(138) They went to the prison. (To visit somebody) 
The examples show that the definite article the was used with these nouns as they were not 
used for their main purposes. They were used, instead, to refer to a particular use.  
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In Arabic, only the definite article al- can be used to refer to the customary use and the 
particular use of an institution. For example, if a student wishes to inform his/her father about 
something related to school, he/she might say: 
(139) af9alu   ma bewes9i    fi     al-  madrasah.  [Text 20.1] 
          I  do       well             in      the  school 
          ‘I do well in school.’ 
 
The definite article al- is used with the noun school which refers to a place where students 
study, i.e., it is used to refer to its main purpose. 
If the parent of the student wishes to meet the teacher of his/her son, he/she would say: 
(140)  sa?thhabu    ila     al-  madrasah.                      
          I will   go      to     the  school 
       ‘I will go to the school.’ 
 
 The example above demonstrates that the definite article al- is used with the noun school   to 
refer to a particular use. Consequently, Arabic allows the use of al- with the names of 
institutions in both uses; that is, the main use and the particular use. 
Additionally, if the sentence He went to school is translated literally into Arabic huwa thahaba 
ila madrasah, its indication in Arabic will be different to that in English. Such a sentence may 
mean that the student went to ‘any school’ or a school that nobody has heard of. Accordingly, 
the use of the zero article and the definite article in such a case is not present in Arabic.   
As Arabic allows the use of al- in both cases whereas English allows it in one case, thus, 
Libyan students may tend to use the definite article the in most cases of such a use. 
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3.7.4 Names of the Days of the Week 
In English, the zero article can be used with days of the week, unless a particular day is 
referred to in a sentence. For instance, in English one may say: 
(141) On Sunday, the Libyan government announced that the town has been recaptured.  [22-
2]  
However, in Arabic, days of the week are usually used with the definite article al- . Therefore, 
the definite article is used even when they are modified by an adjective.  
 (142) Yawm al-aHad      al-Hokoma    al-liyeyah   a9lanat   in  al-madenah a9eid eHtelalaha. 
[Text 22.2] 
          Day    the Sunday  the government  the Libyan   announced    the town        is   recaptured. 
        ‘On Sunday, the Libyan government announced that the town has been recaptured.’ 
 
(143)  al-    jum9a          al-   maathiy  [Text8.12]      
           The  Friday        the  last                                  
            ‘Last Friday ‘                                 
3.7.5 The Definite Article with Demonstrative Pronouns 
In Arabic, when nouns are preceded by a demonstrative pronoun (singular or plural), the 
definite article al- should be used. (whether the reference is specific or generic) 
(144)   hathihi     al-  seyasah        tozawedoka              bin-     noqood   [Text 3.24] 
            This        the  policy          provide you         with  the   money 
            ‘This policy  provides you with money.’ 
 
 (145) hathihi       al- toqoob       fi      quloob     al-  ?khreen   [Text 2.18] 
            These       the  holes        in      hearts      the  others 
            ‘These holes on the hearts of others’ 
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3.7.6 The Logical Use of the 
This applies to the use of the with certain words. These words are adjectives and 
postdeterminers ‘whose meaning is inalienably associated with uniqueness: ordinals such as 
first; general ordinals such as next and last (Quirk et al., 1985, p. 270).  
(146) On the first day  [Text 2.5] 
(147) The sixth spoken language     [Text 6.16] 
(148) The last possible moment      [Text 10.11] 
3.7.7. The Use of the with Sporadic Reference 
The definite article can be used with aspects of mass communication such as radio, television 
and newspaper. 
(149) I listened to the radio a lot.  [Text 54.4] 
3.8 The Uses of the Zero Article in English and Arabic 
 Arabic has no indefinite marker.  It has the definite article al- and its absence marks 
indefiniteness. A point of conflict between Arabic and English is the word man, for example, 
if it is literarily translated into Arabic, man would be rajul. From a semantic point of view 
each has a different meaning from the other. In Arabic, the word rajul corresponds to a man in 
English and the word man in English corresponds to the word al-ensaan (i.e. mankind). The 
following example demonstrates this. 
(150)  Hadehi        khaTwah      Sagherah     li     al-ensaan.         [Text 18-4] 
          This               step               small         for    the mankind 
         ‘That is one small step for man.’        
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3.8.1 The Zero Article with Plural Count Nouns 
 In English, the zero article can be used to refer to a whole class of an object.  
(151) There is no correlation between currencies and markets.   [Text 36.10] 
(152) Volcanoes erupt violently.   [Text 38.1] 
(153) Plastic products are popular. [Text 43.18] 
The above examples show that the nouns currencies, volcanoes and plastic products refer 
to a class as a whole as they are referring to generic uses.  
Arabic, however, differs from English in this instance as Arabic usually uses al al-jinseyah 
to refer to a generic reference. The above mentioned examples are translated into Arabic 
as: 
(154) Layes    honaka    tanaseb     bein           al-      omlaat      wa   al-  aswaaq. [36.10] 
         No     there    correlation    between  the  currencies    and   the markets. 
        ‘There is no correlation between currencies and markets.’  
                          
(155)    Al-    barakeen    tathoru    be onef   [Text 38.1]                                                                
             The  volcanoes    erupt      violently. 
            ‘Volcanoes erupt violently.’   
                                                                                  
(156)  Al   mantojaat    al-   plastik    sha?e9a. [Text 43.18]                                                             
         The products     the    plastic  popular. 
          ‘Plastic products are popular.’     
                                                                        
3.8.2 The Zero Article with Mass/ Non-Count Abstract Nouns 
 In English, the zero article can be used with mass and abstract nouns to indicate an interest in 
a class.  
      (157) There is a lot of gold and silver in my boat.    (A specific use)  [Text 10.16] 
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(158) Happiness, Sadness, Knowledge, and Love (A generic use)   [Text 10.3] 
 The above examples show that English allows the use of the zero article with mass nouns (e.g. 
gold and silver) and abstract nouns (e.g. happiness and love) to refer to specific and generic 
uses. 
Moreover, regarding abstract nouns, some can alternate between count and non-count as 
shown below.  
(159) Plastics are taking the place of glass.  [Text 43.14] 
(160) Drink two glasses of water.   [Text 41.3] 
In example (159) the noun glass refers to the material by which glass is made, hence, it is a 
non-countable noun. In example (160) the noun glass is a countable noun as it has a similar 
meaning to a cup.  
However, Arabic functions differently. The definite article al- is used to indicate an interest in 
a class in both uses (i.e. generic and specific) together with countable and non-countable 
nouns.  
(161) Al-     saedah           wa     al-   Hozen      wa      Al-    ma9refah      wa      Al-     Hob 
         The    happiness    and  the sadness       and       the knowledge     and    the    love 
         ‘Happiness, sadness, knowledge, and love’ 
 
(162) Mantojaat    al-  belastik     t?khod     makaan    al-  zojaj. 
            Products     the     plastic      take           place    the   glass. 
          ‘Plastics are taking the place of glass.’ 
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3.8.3 The Zero Article with Names of Institutions 
 In English, certain count nouns in prepositional phrases arise with the zero article to refer 
to the customary use of an institution.  
(163) I do well in school. (I am a student and go to school to study).   [Text 20.1] 
(164) I would like to study something different at university.     [Text 15.1] 
In the examples above, the zero article is used with school and university as they are refer 
to their main purposes.  
3.8.4 The Zero Article with Means of Transportation 
In English, the zero article is usually used with phrases that are linked to means of 
transport with by.  
(165) I usually go to school by bus.    [Text 20.6] 
(166) I go to town by bus and come back by train.  [Text 56-1] 
However, Arabic functions in a different way; in such contexts the definite article al- is 
always required before the noun. For example, 
(167) ?na  9adatan    athdabu    ila      al-   madrasah      be     al-   Hafelah. [Text 20.6]                                                                
          I        usually       go           to      the    school         by     the    bus. 
         ‘I usually go to school by bus.’ 
3.8.5 The Zero Article with Names of Seasons 
In English, names of seasons may occur with the zero article or the definite article. 
The former is usually used when referring to seasons in general.  
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       (168) Summer is the warmest season.  [Text 59.1]                                                                  
 The definite article is used with names of seasons when a particular part of a particular 
year is referred to.  
(169) The summer of 1971 was usually cool.  [Text 59.1]                                                                 
The situation in Arabic is different. Arabic always allows the use of al- with names of 
seasons except for the genitive case which is marked by the absence of the definite article 
al-. As presented below: 
(170) Al-     Seif          ?dfa            faSel. 
         The  summer  warmest    season 
         ‘Summer is the warmest season.’ 
 
(171)  Seif            9aam   1971     kana    barid. 
           Summer  year        1971     was       nice. 
          ‘The summer of 1971 was usually cool.’                                                                 
But 
     (172) *Seif          ?dfa       faSel. 
      Summer     warmest   season 
     ‘Summer is the warmest season.’ 
 
This Arabic sentence does not have a similar implication as that of its English equivalence 
because it indicates that summer is the warmest season is ambiguous. 
3.8.6 The Zero Article with Times of Day and Night 
In English, the zero article is used with the times of day and night especially when they are 
preceded by the prepositions at, by, after, before.  
(173) For children troubled with incontinence of urine at night.   [Text 51.1]                                
However, the definite article can be used with times of day, particularly when they are 
preceded by the preposition in. For example, 
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(174) Local time is five thirty in the afternoon.   [Text 40-3]                                                              
(175) I decided to go early in the morning.   [Text 55.3] 
In this respect, Arabic allows the use of al- with the majority of these times, as 
demonstrated below: 
(176) Fi    al-    lail     [Text 51.1] 
          At   the  night 
         ‘At night’ 
 
      (177)  Fi    aS-SabaH   [Text 55.3] 
         In     the  morning 
        ‘In the morning’ 
3.8.7 The Zero Article with Names of Meals 
In English, the zero article can be used with names of meals that are served at regular times 
of the day.  
(178) The Smiths have invited friends for dinner    [Text 14-1] 
However, the zero article may not arise if the meal is served on a special or formal 
occasion. Instead, the definite article or the indefinite article can be used as can be seen in 
the following examples (From Quirk net al., 1985, p. 279).                                        
(179) That day, the lunch was served on the terrace.    
(180) We had a nice dinner, just the two of us.                                                              
Unlike English, Arabic permits the use of al- before the names of meals mentioned in a 
general sense.  
(181) Madha        toredu      li      al-    efTaar?     [Text 58.2] 
         What         you like      for    the  breakfast? 
        ‘What would you like for breakfast?’ 
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Furthermore, Arabic allows the use of the zero article before names of meals in the 
following cases: 
1- When the name is in the genitive case, i.e. 
      (182) Ghada    al-    malikah 
    Lunch     the    queen 
‘The lunch of the queen’ or  ‘the queen’s lunch’ 
 
2- When the name of the meal is followed by a restrictive prepositional phrase, i.e. 
     (183)  Huwa     Hagharat     ghada     9ala     sharaf    al-   wazeer. [Text 58.1] 
   He         attended    lunch         on       honor  the    minister. 
  ‘She attended the lunch given in honor of Minster.’ 
 
3.8.8 The Zero Article with Illnesses 
In English, the zero article can be used with names of illnesses.  
(184) Are you at high risk for diabetes?   [Text 3.29] 
(185) Nausea, vomiting, ulcers, liver damage, and hepatitis [Text 16.6] 
However, the indefinite article can be used with some kinds of diseases (such as cold, fever 
and temperature) and the definite article with some well-known infectious diseases e.g. 
(186) I have a fever. [Text 23-4] 
(187) Are you at high risk for a heart-attack?   [Text 3.31] 
(188) I was in bed with the flu last night.   [Text 53.2] 
However, in Arabic, al- should be used with all names of diseases.  
(189) ?mradh     methel al-  taifood    wa    al- zaHar    wa     Al- kolerah    [Text 50-20] 
        Diseases      like    the  typhoid and   the dysentery and  the cholera. 
       ‘Diseases like typhoid, dysentery and cholera’ 
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3.8.9   Times of the Day 
  In English, times of the day are used with zero article. For example,  
(190) At ten fifty six Neil took the first step.  [Text 18.4] 
 Unlike English, Arabic allows the use of al-   when referring to times of the day.  
  (191)    fi     al     9asherh    wa     sit    wa    khamsoon  [Text 18.4] 
             At     the        ten    and      six     wa       fifty      
             ‘At ten fifty six.’ 
3.8.10 The zero Article with Non- Generic Meaning 
In English, the zero article is sometimes used to refer to particular situations without 
implying generic reference.  
(192) Students are required to pay their fees before the beginning of the term. [Text 57.2] 
The above example does not refer to students in a generic sense. Instead, it refers to 
students in a particular school or university to whom this notice is issued. 
This does not apply in Arabic as in similar contexts the definite article al- is always 
positioned before the noun.  
(193) Al- Talabah    molzameen    be   dafa9   al- rosoom   qabela      bedayat    al- feSel. 
       The students       required       to   pay       the fees         before    beginning   the faSel. 
       ‘Students are required to pay their fees before the beginning of the term’ 
 
The noun phrase ‘the students’ in the above example refers to a specific group of students 
in a certain educational institution. Moreover, the occurrence of the noun students without 
the definite article al- renders it an ungrammatical sentence. 
 
 
116 
 
 
3.8.11 The Zero Article With the Words Town/ Home 
  In English, the zero article can be used after a preposition when reference is made to a 
town near which the speaker lives and he/she is familiar with.  
(194) Last week we were at town.  [Text 56.2] 
In a similar manner, the word home can be used with the zero article.   
(195) You can go home. [Text 23.3] 
In Arabic, on the other hand, al- should be used before the words ‘town’ and ‘home’. This 
al- is called /al- al-thihneyah/ which indicates something known to both speaker and 
hearer. The above mentioned examples are translated into Arabic as: 
(196) ?al-   esboo9    al-    madhei       konah      fi     al- baldah.  [Text 56.2] 
          The      last       the       week    were we     in    the town 
        ‘Last week we were at town.’    
 
                                                             
(197) Yomkoneka        al-  dhahab    ila     al –beit       [Text 23.3] 
         You can             the   going       to     the home. 
         ‘You can go home.’     
                                                       
3.8.12 Miscellaneous Uses of the Zero Article 
 In English, the zero article can be used with a variety of phrases. This kind of use can be 
termed ‘terminological use’.  
(198) By chance  [Text 23.6] 
(199) By land  [Text 19.4]                                                                                                                 
(200) To bed   [Text 55.1] 
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In Arabic, al- should be used with such phrases. For example, 
(201) Bi    al-  Sodfah    [Text 23.6] 
         By   the  chance 
        ‘By chance’ 
3.9 Uses of the Indefinite Article in English  
According to Quirk et al. (1985), the indefinite article a/an can be defined as definiteness. 
A/An are used with singular count nouns to refer to specific and generic references. 
3.9.1 Specific Uses 
1. Non Referring Uses of the Indefinite Article 
 In English, the indefinite article has a descriptive role when it is associated with the 
complement function in a sentence.  
(202) There was a huge apple tree.  [Text 1.1] 
(203) Art is a healthy form of expression. [Text 4.1] 
(204) It is a special occasion.  [Text 5.1] 
2. The Indefinite Article with Descriptive Exclamations 
The indefinite article in English can be used for descriptive exclamation.  
(205) What a strange incident I witnessed!    [Text 23.10] 
3. The Indefinite Article and the Numeral One 
Historically, the indefinite article a/an is derived from the unstressed form of one. Even in 
modern English, there are some contexts in which a/an can be substituted by a numeral one 
(Perlmutter, 1970 and Quirk et al., 1985).  
(206) There was a boy.     [Text 2.1]                                                                                                     
(207) There was one boy. 
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(208)  A packet of sugar 
(209) One packet of sugar       [Text 14.4] 
Perlmutter (1970, p. 234) states that “English has a rule which obligatorily converts unstressed 
proclitic ‘one’ to ‘an’ with the final ‘n’ later dropping before a consonant”.                     
Hence, the rules that apply to the distribution of numeral one can also be implemented to the 
distribution of the indefinite article. Perlmutter (1970) supported this view by providing rules 
that both the numeral ‘one’ and the indefinite article share: 
1) Both the indefinite article and the numeral ‘one’ cannot be used before plural nouns.  
(210) *there are one books on the table. 
(211) *there are a books on the table. 
2) Both the indefinite article and numerals cannot be used before non-count nouns.  
(212) *a blood 
(213)*one blood. 
The above examples are not grammatical as the indefinite article cannot be used with non-
count nouns and since it is derived from the numeral one, the latter (i.e. the numeral one) 
cannot be used with non-count nouns. 
     3)  Both the indefinite article and numerals may occur with mass nouns when a speaker    
       Intends a particular semantic reference (e.g. a kind of).  
 (214) A coffee (to refer to a cup of coffee)   [Text 58.4] 
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  (215) One coffee (to refer to one cup of coffee) 
  (216) Two coffees (to refer to two cups of coffee) 
As a is derived from the numeral one, then the rule applies as well, thus, the phrase a coffee is 
grammatical since it replaces the numeral one. 
However, an exception to the assumption that the indefinite article is derived from the numeral 
one arises when the indefinite article is used to refer to generic sense; in this instance, one 
cannot be substituted by a/an (Quirk et al., 1985, p. 274).  
(217) A tiger can be dangerous.         
If a is replaced by one, the sentence will not bear any generic reference and it may refer to a 
specific tiger. 
4. The Indefinite Article in Measuring Phrases  
 The indefinite article can be used before phrases of time and measurements.  
(218)  We left them for half an hour.  [Text 56.2] 
(219)  You took a month or six months ago. [Text 7.27] 
 (220) A hundred Ottoman liras  [Text23.7] 
(221) Once a year  [Text 49.2] 
5. Use of A/An When a Referent is Mentioned for the First Time 
A/an can be used when a referent is not identified in the shared knowledge of speaker and 
hearer, when the referent is not mentioned previously.   
(222) Due to an accident  [Text 3.7] 
(223) A retailer is the person who sells goods in small quantities. [Text 42.1] 
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6. The Use of A/An in Vacillation Cases 
This refers to some situations in which the presence or absence of a/an does not affect the 
sentence.  
(224) The man worked as (a) woodcutter.  [Text 32.1] 
The use of the indefinite article in the above example is optional. 
3.9.2 Generic Uses 
The indefinite article a/an can be used to refer to a generic sense. Quirk et al. (1985, p. 281) 
stated that a/an can be used to refer to “any representative member of the class”. 
However, a/an cannot be used to attribute properties that have a reference to the class as a 
whole (Quirk et al. 1985). Similarly, Chesterman (1991, p.34) believed that generic uses of 
articles have different distributions as illustrated in the following examples: 
(225) a-The  bear is becoming extinct. 
         b-Bears are becoming extinct. 
        c-*A bear is becoming extinct. 
Example c cannot be used to refer to a generic sense as the predicate (which is becoming 
extinct) cannot be applied to one bear in such a situation). 
The differences between the English and the Arabic article systems can be summarized in 
terms of their uses in the following table (Table 3.2). The first part of the table shows the 
situations where English allows the use of the/zero and Arabic allows only al-.The second part 
reveals the situations in which English allows the zero article and Arabic allows only the 
definite article al-.The third part explains the situations in which both languages allow the use 
of the definite articles: the in English and its equivalent al- in Arabic. 
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Table 3.2 Summary of differences between English and Arabic article system 
 
English the or Ø = Arabic al- 
 
English Ø      =       Arabic al- 
 
English the   =    Arabic al- 
 
1- Institution 
2- Meals 
3- Names of seasons 
4- Illnesses 
 
1- Days of the week. 
2- Means of transport 
3- Parallel structure 
4- Certain names of cities/countries. 
5- Times of the  day 
6- Count nouns when referring to a 
generic sense. 
7- Mass nouns 
8- Miscellaneous 
 
1- Anaphoric use of the 
2- Logical use of the 
3- Non-referring use of the 
indefinite 
4- Some names of 
seas/oceans 
 
To conclude, the overview of the article systems in English and Arabic makes it clear that both 
languages vary in form and range of uses. Such variations may cause difficulties for Libyan 
learners of English in relation to learning the English article system. This issue will be 
discussed in greater depth below. 
3.10 Results and Predications of the Comparison 
The above comparison showed that English and Arabic share some similarities and differences 
with regard to the articles in terms of their forms and uses. English, For instance, has one 
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definite article (the), whereas in Arabic there are the definite article al- and appending a noun 
to another noun (addition). In addition, English has the indefinite article (a/an and zero), while 
the Arabic equivalent is zero. In English, the indefinite article can be used to express a class of 
an entity such as a lion is an animal. In Arabic, however, the English indefinite article in such 
a sentence is superseded by the definite article al- as in: al-assad Haywaan, (the lion animal), 
‘A lion is an animal’.  
According to the Contrastive Analysis Hypothesis, making a comparison between the two 
languages may assist researchers to predict the process of learning learners’ errors before they 
are made and as a result, prepare successful teaching materials. In addition, the differences 
between the two languages may cause problems and result in errors, which can be attributed to 
mother tongue interference. Consequently, depending on the CAH, a variety of potential 
difficulties for Libyan learners of English can be predicted. A comparison between English 
and Arabic in terms of the Article system was conducted and resulted in the prediction of some 
difficulties which can be summarized as follows: 
1- The absence of the indefinite article in Arabic may be problematic for Libyan learners 
of English. A Libyan learner of English is likely to omit the indefinite article. For example, 
a Libyan student may write sentences such as* this is book, *she is teacher. (See section 
3.6.2.3). 
Moreover, a Libyan learner of English may confuse a and an, and is more likely to omit 
the indefinite article than the definite article (See section 3.6.1.1). One would expect 
Libyan students to write the following sentences: 
*This is a orange. 
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*I saw him a hour ago.  
2- As Arabic differs from English in that Arabic does not have a phonologically overt 
exponent of indefiniteness, Libyan learners of English, may tend to use the indefinite 
article whenever the definite article is not used (See section 3.6.1.1).  
* I want a rice. 
* There are a bags. 
3- Another complexity that Libyan learners may experience as regards the definite article 
is the interference from the Arabic genitive construction (See section 3.6.2.1). For 
example, a Libyan student may write sentences such as: 
   *Car the teacher 
    ‘The car of the teacher’ 
 
          *Rest the day 
  ‘The rest of the day’ 
 
Such errors may be very common amongst many Libyan students who tend to transfer this 
rule from their native language (i.e. Arabic) to refer to a genitive construction.  
4- In certain situations in English (i.e. idiomatic expressions) no article is needed as in the 
phrases in bed and by chance (See section 3.8.12). However, the definite article al- is 
usually required in Arabic in similar situations. For example, a Libyan student may write 
phrases such as: 
 * By the chance 
* Go to the bed at 9:30 
 
5- The definite article al- is required in Arabic with names of the week, names of meals, 
certain names of towns/cities and countries (See sections 3.7.4, 3.8.7 and 3.8.11). For that 
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reason, when writing an English sentence, a Libyan student may add the to such names. 
For instance, a Libyan student may write the following sentences: 
* I visited the India the last the year.  
*The breakfast, the lunch, and the supper are basic meals in the Kuwait.  
* I was in the Cairo the last the Saturday. 
6- As Arabic allows the use of  al- with a post modifying relative clause and does not 
allow it with a post modifying prepositional phrase, a Libyan student may omit the when 
referring to prepositional phrases in English (See section 3.7.1.2). A Libyan student may 
thus write phrases such as: 
* Size of the Arabic markets 
  * Price of the goods 
7- Libyan students are likely to use the with names of institutions when referring to their 
main purposes (See section 3.8.3). For instance, a Libyan student may write: 
* I do well in the school. 
 *Doctor John goes to the hospital every day. 
8- Libyan learners of English may also tend to use the definite article with mass/abstract 
nouns and plural countable nouns which are used to refer to a generic sense (See section 
3.8.2). They may well write the following sentences: 
*the life is beautiful  
*the happiness, the love, and the knowledge are all feelings 
*I like the bananas. 
*the Dogs are useful to the man. 
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9- In English, when writing words preceded by the preposition by and that they indicate a 
means of transportation, the zero article is required, whereas in Arabic, such words are 
confined to the definite article al- (See section 3.8.4). For this reason, a Libyan student 
may insert the definite article into a sentence and write 
*I go to the school by the bus. 
10- As abstract adjectives agree with nouns in definiteness in Arabic, a Libyan learner of 
English is likely to insert the definite article the to both adjectives and nouns in English 
(See 3.7.1.6). For example, a Libyan learner may write phrases like 
* The respective the mother 
* The Libyan the government 
The following tree demonstrates the structure of the noun phrase the respective mother in 
Arabic 
                                                            NP 
 
            
                                          N                               AP 
 
                                DEF               N               DEF         N 
                                             
 
Al-         oum            al-moHtaremah 
The      mother             the respective 
‘The respective mother’ 
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11- The use of the definite article with superlative adjectives is obligatory in English, but 
the situation is different in Arabic (See section 3.7.1.6). The use of al- with the superlative 
adjectives is allowed only with plural nouns. Singular nouns that are preceded by a 
superlative adjective can be used only with the zero article, therefore, no use of al- is 
required. Such a difference between English and Arabic may lead a Libyan learner to write 
sentences like 
* John is best student in my class. 
* Tipesti Hotel is oldest building in Benghazi. 
12- A number of nouns (e.g. information, advice) are classified as non-countable in 
English and countable in Arabic (See section 3.8.2). This mismatch may be problematic 
and makes a Libyan learner’s task more complex, because she/he needs to learn both the 
article system and noun distinctions. A Libyan learner is likely to write sentences such as: 
*I have a good news. 
*I gave him an information. 
Moreover, some nouns in English can be countable and non-countable. This depends on 
the meaning and context in which they are mentioned. Such a function may confuse a 
Libyan learner for he/she may not identify what the mentioned noun refers to. For instance, 
a Libyan learner may be expected to write a sentence as follows: 
*the windows are made of the / a glass. 
Additionally, by comparing the use of the article systems in both languages, it can be 
concluded that Libyan learners of English are liable to use the instead of Ø, and overuse the 
definite article the when no article is required.  This result was based on the frequency check 
that was used to compare the article systems in both languages using a collection of authentic 
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texts. The comparison revealed that there are 265 uses of the zero article in English used with 
the definite article al- in Arabic. As a result, it can be predicted that such a frequency may 
hinder Libyan learners to effortlessly master the use of the zero article. The following table, 
(Table 3.3) illustrates the results of the comparison (i.e. the collection of authentic texts) of 
English and Arabic uses of the article systems in both languages. For further details about the 
collection of texts, see appendix E. 
 
Table 3.3The Results of Comparing the Uses of the Definite Article in English and Arabic 
Zero  
Ø 
Indefinite  
a/an 
Definite  
The 
                             English     
                           
Arabic                              
265 10 114 Definite article  al- 
33 5 36 Definite through addition  
49 69 10 Zero           Ø 
 
Moreover, the comparison indicates that 114 uses of the definite article in English 
corresponded to the definite article al- in Arabic. Therefore, the use of the English definite 
article may not be overused or underused as it shares some similarities with the use of the 
Arabic definite article al-. 
To conclude, the aforementioned potential difficulties were predicted by comparing the article 
systems in English and the article system in the learners’ first language (i.e. Arabic). This 
study intends to investigate whether the differences between the two languages in the use of 
articles can be reliable indicators of any interference in the Arabic language. In other words, 
can errors be accounted for through analysis of differences between the learners’ L1 and L2?  
As mentioned earlier in this chapter, the researcher used a collection of authentic texts to 
establish the similarities and differences between the two languages and predict the errors that 
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Libyan learners of English may make. The following paragraph provides more information 
about the texts used in this study. 
3.11 Description of the Authentic Texts Used in This Study 
The data were collected in 2011 and consist of sixty pieces of short texts; 32 of them are 
written in English and 28 in Arabic. The total number of words in the English articles is 11, 
972, whereas in Arabic, there are 9,718. The English articles are coded with the letter E and 
the Arabic ones with the letter A. The examples are from different fields, (e.g. fable stories, 
political texts, daily conversations, medical texts, prescriptions and instruction guides); some 
were obtained from websites and others from different catalogues and books.  In addition, all 
metadata, (e.g. the original language of every article and description of articles) about the 
authentic texts is provided in appendix E so that the reader and other future studies may benefit 
from it. 
On the whole, some linguists, previously mentioned in the first section of the chapter, (e.g., 
Christophersen, 1939; Hawkins, 1978; Carlson, 1977) have made attempts to describe and 
classify the article system. Others, (e.g., McEldowney, 1977; Master, 1994) have proposed 
pedagogical grammars to simplify the instruction of the articles. Moreover, some researchers 
(e.g. Berry, 1991 and Master, 1997) have investigated various pedagogical implications for 
teaching the article system to examine which one has a positive effect in assisting foreign 
learners to learn it. Some of these pedagogies are dealt with below. 
3.12 Pedagogical Implications on Teaching the English Article System 
Second language learners may face problems learning the English article system because of 
the considerable amount of rules the student is obliged to recognize and the exceptions which 
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apply to them. Some languages such as Arabic contain article systems, but are not used in the 
same manner as in English. As a result, the English article may be challenging to explain. 
Therefore, a careful selection of teaching strategies is essential in order to achieve success.  
A number of linguists (e.g. Beaumont and Galaway, 1994 and Master, 1994) believed that 
formal instruction is required to assist L2 learners to become proficient in the article system. 
Master (1994, p. 248) concluded that “language instruction is beneficial if that instruction is 
based on a systematic presentation of the material, that is, when the material is presented in a 
hierarchy of manageable segments with continuous building on what has been taught before.”  
Multiple options have been proposed for teaching the English article system and making its 
acquisition accessible to L2 learners. 
A pedagogical grammar technique for teaching the English article system was produced by 
McEldowney (1977) who proposed a generalized grammar method of the English article 
system that contains four elements: a, the, -s and some. To simplify the grammar of the 
English article, she ensured the significance of establishing “one form for one function”. The 
presence or absence of the articles depends on four types of meanings: 
a) Whether the NP is general or particular, 
b) Whether the NP is any or special, 
c) Whether the NP is countable or uncountable, and 
d) Whether the NP is singular or plural. 
Based on the above taxonomy, she produced four further stages (Table 3.4) to teach the 
article system, beginning with singular countable nouns, followed by plurals, uncountable 
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nouns and generic nouns. Every phase deals with three basic notions: any (a, some), 
special (the), and general (-s, and the). The following table demonstrates this as follows: 
Table 3.4 Stages of the Article Usage by McEldowney, 1977, p. 110 
Stage I A+ Noun                                
 “anyone” 
The + Noun                          
 “the special one” 
Noun + S 
Stage II Some + Noun + S                       
“any ones”  
The + Noun + S                         
 “the special ones” 
Stage III  Noun                                            
 “the substance in general” 
Some + Noun                               
 “any substance” 
The + Noun                                     
  “the special substance” 
Stage IV Numeral + Noun + S                  
 “any numbered ones” 
A+ Noun                                          
The + Noun  
The + Noun+ S   
“ones in general” 
 
McEldowney’s proposal is not perfect as some parts and the four teaching strategies may 
confuse learners in some ways and furthermore, the concepts ‘particular’ and ‘special’ may 
confuse learners. McEldowney’s taxonomy of the English article usage can be summarized 
as follows: (McEldowney, 1977, p. 99) 
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            Particular                                                                                                                                general  
                                                                                                                                          
            
Special                                                                    any                                                                countable                          uncountable    
                                                                                                                                                                             
                                                                                                                                              A+N                                  N 
Countable                      uncountable                        countable                  uncountable                         N+S                “the substance in general” 
                                                                                                                                                               The+ N                                                                                                                      
Singular           plural                  the+ N                    singular        plural                                             The+ N+S 
                                            “the special substance”                                                                                    “ones in general”            
 
 
The+ N                  The + N+ S                                 a+ N         some +N +S                     some+ N                    
                                                                                                        numeral 
“the special one”         “the special ones”                               “any one”                “any ones”                      “any substance” 
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It appears that a distinction is required in case learners confuse a particular referent with a 
special reference. Moreover, the connotation of a and some with any, and the with special is 
not appropriate in sentences such as: 
(226) a. I met a friend in the park yesterday. 
b. She has some toys in her hand.  
In sentence a ‘the friend’ mentioned is not “any one”; the individual who the speaker met on 
the way is a “special one”. In b, based on McEldowney’s definition, the toys are not equivalent 
to ‘any toys’ but, instead, they are specific toys.  
Another proposal for teaching the English article system was produced by Whitman (1974, p. 
253). He assumed that the English article structure is “a sequence of quantification and 
determination rather than a choice between specific and unspecific” and outlined six sequential 
steps for teaching the English article system. His suggestion was based on two factors: ease of 
explanation and frequency of occurrence: 
1. Quantity (singular/ plural nouns) (This is a book. These are three books) 
2. Generic plural (All apples are red. Apples are red).   
3. Non-count nouns (count nouns vs. non-count nouns). (A lot of books/ a lot of water). 
4. Determiners (which/ NP question; second mention). (The book which I bought is 
good). 
5. Quantity and determiner. (One of the books on that table is red). 
6. Generic articles. (A mouse is smaller than a cat. The mouse is smaller than a cat. Mice 
are smaller than cats).  
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Whitman’s suggestion reveals that he introduces quantity first because of the ease of ‘the 
concept of counting’ rather than the concept of ‘known groups’. He presents the generic plural 
because of its relation to the concept of quantity. Whitman produces the generic plural in step 
2 and generic articles in step 6 because generics a and the are not commonly found and are 
best taught at a later stage. 
Master (1990) proposed a binary system to simplify the rules (Table 3.5). This dichotomy 
differs from the traditional taxonomy of article use in terms of specificity, definiteness, 
countability and number. In his binary system, article use is based on a contrast between 
identification, (which is marked by the) and classification, (which is marked by a, Ø). 
Classification includes the features [-definite] [-specific] and identification contains [+ 
definite] [+specific]. 
Table3.5 Master’s Aspects of Classification and Identification (1990, p. 741) 
Classification   (a,Ø) Identification   (the) 
Count/ non-count  
First mention Subsequent mention 
 Ranking adjectives (e.g. first, second etc.) 
 Shared knowledge 
Defining post modification Limiting post modification 
Partitive of- phrase Descriptive of- phrase 
Intentional vagueness  
General characteristics  
Existential there and it  
 Generic the 
Classifies proper nouns Proper nouns (Ø and the) 
Idiomatic phrases Idiomatic phrases 
 
Moreover, Frodesen and Eyring (2003, p.78) provide a table to explain what Master means by 
one form/one function correspondence. 
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Table 3.6 One Form/One Function Correspondence of Master’s Binary System 
Classification 
       [-definite][-specific] 
   Illustrates a kind, class or group 
Identification 
     [+definite] [+specific] 
 Illustrates a specific feature 
A              singular noun 
(227) I need a scarf. 
An          singular noun 
(228) John needs an apple. 
Ө            non-count noun 
(229) We like music 
The        singular noun 
Plural noun 
non-count noun 
(230) The scarf I bought is nice. 
(231) The apple Johan ate is not washed. 
(232) The music we listened to was nice. 
Answers the question What? 
What do you need? 
A scarf 
Answers the question Which? 
Which scarf? 
The scarf that I bought. 
 
 Master (1990, p. 466) provides the following examples to demonstrate the characteristics of 
definiteness and specificity. 
(233) a.  [-definite] [+specific] A tick entered my ear. 
          b. [-definite] [-specific] A tick carries a disease. 
         c. [+definite][+specific] The computer is down today. 
         d. [+definite] [-specific] The computer is changing our lives. 
Master then combined these two features into one feature, that is, identification. A noun can be 
identified (+identified) or classified (-identified). In A and B ‘something that can be classified 
as a tick’ is the subject. In C and D the noun computer is identified not classified.  This schema 
reveals that a noun (countable/uncountable, singular/plural), which is marked for identification 
would automatically be used with the whilst a noun which lacks identification needs either a or 
the zero article. 
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Master (1994) also drew up another proposal. He maintained that the linguistic features of the 
usage of the articles includes specificity, definiteness, count and number and produced a 
hierarchical sequence of six questions which need to be asked before choosing a suitable 
article to be used. 
1- Is the NP countable or uncountable, 
2- Is the NP definite or indefinite, 
3- Is the NP premodified or postmodified, 
4- Is the NP specific or general, 
5- Is  the NP common or proper, and 
6-  Is the NP in an idiomatic phrase or not. 
Master believed that these six questions may affect article choice. He conducted a study using 
this schema to teach the English article system to foreign language learners. The findings 
revealed that the students who were taught from this schema used articles significantly in 
contrast to students who were not taught from the schema. Master (1994, p. 274) believed that 
this instruction was a means of “accelerating that acquisition by making students aware of and 
increasing their conscious control of the way the article works.” 
However, Master’s proposal was criticized for various reasons. First, readers might not 
explicitly be aware of what definite, indefinite, zero and the notions of genericity, definiteness, 
count and non-count might mean. Second, the six questions that he proposed may not help 
learners determine the correct use of the appropriate article. For example, how could a student 
make a decision about whether a noun phrase is part of an idiomatic phrase or not? Moreover, 
although a learner may identify an idiomatic phrase, he/she might be incapable of choosing a, 
the or Ø before the noun phrase. Additionally, although Master (1994) claimed that the results 
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of his study showed significant findings in favour of the group instructed through the six 
questions, these results were not based on the long-term effects of pre and post-tests. 
All of the aforementioned suggestions offer practical ways of theorizing the article system and 
the choice of a suggestion will depend on the viewpoint and purpose. There is a theoretical 
description of the article use and a pedagogical framework. Each method might be valuable to 
language instructors in particular contexts. 
 
Moreover, some points can be made about the above-mentioned proposals. First, all of them 
include a production of simplicity for teaching the English article system. Some (e.g. 
Whitman, 1974) emphasized the sequence between form and function; others (e.g. 
McEldowney, 1977 and Master, 1990) placed emphasis on the correspondence between these 
two entities, i.e. one form for one function. Second, with regard to categorizing the notions 
about the semantic function of the articles, some (McEldowney, 1977) focused on a specific, 
generic distinction, whilst others (Master, 1990) focused on definiteness (i.e. classification vs. 
identification). Moreover, all agree that the generic use of the articles should be produced after 
mastering all other aspects of articles. 
 
Generally, although some researchers (e.g. Doughty and Williams, 1998) believe that complex 
rules such as the English article system should not take up class time, others such as Master 
(1994) optimistically believe that systematic instruction may positively facilitate learning if it 
is performed with care. The present study has adopted Master’s proposal (1994) for teaching 
the article system to first year Libyan students. Despite the criticism surrounding Master’s 
proposal, the researcher believes that it is pedagogically the most sound, as it provides one 
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general rule, which may be easy to bear in mind and apply: ‘when a noun is definite, use the 
article the, when it is not, use a, Ø’. The proposal presents clear rules and is simple to follow.   
The next chapter will provide more details about the methodology that the present study 
followed when teaching the English article system to first year students at Garyounis 
University. 
3.13 Summary of the Chapter 
This chapter has consisted of three parts. The first part provided definitions of definiteness 
(e.g. uniqueness, familiarity, existence and inclusiveness). It also presented specificity and 
genericity in both English and Arabic. The second part was a comparison between English and 
Arabic with regards to the article systems in both languages through their forms and uses. The 
comparison was based on a collection of authentic texts the researcher used to ascertain 
additional facts about the similarities and differences between these languages. It was 
established that both languages have points that they agree with and others they do not. 
Moreover, the authentic texts assisted the researcher to predict the difficulties that Libyan 
learners may face in learning the English article system and may assist them to overcome this 
obstacle. Finally, the third part offers various accounts regarding simplifying the teaching of 
the English article system and also showed which account the present study has adopted and 
why. 
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Chapter 4 
Methodology 
4.0 Introduction 
 As mentioned previously, one of the objectives of the present study is to investigate the 
factors that might affect the process of mastering the English article. One aim is the teaching 
strategy that instructors follow in their teaching. In the literature, there are various opinions 
regarding grammar instruction to second language learners. Some advocate formal and 
systematic attention to isolated linguistic forms through rules, drills and error correction; 
whilst others reject such techniques and support unconscious natural language exposure 
similar to children acquiring their native language. A further opinion stated that in order for 
acquisition to take place, learners should pay attention to linguistic forms and meaning at the 
same time by providing learners with enhanced input techniques in context to help them notice 
the target forms.  
On account of the endless debate in the literature about teaching strategies that help L2 
learners to master grammatical rules, the present study may well make a contribution to the 
literature by showing which teaching strategy has been successfully adopted in Libya for the 
teaching of the English article system to first year undergraduate Libyan students at Garyounis 
University in Benghazi, Libya. In addition, this study may be beneficial to Libyan and foreign 
teachers teaching English to Libyan students in particular and second language learners in 
general, and for developers of material. With the assistance of the study, they can find out 
what types of article errors Libyan students may make and hence, adapt their teaching 
materials according to their students’ needs. The researcher utilises two teaching strategies, 
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principally, deductive teaching and textual enhanced input with an evaluation of the long-time 
effects (six months).  
This chapter is planned in the following manner. The first part provides a detailed description 
of the experimental design of this study. It depicts the subjects of the study and the setting in 
which the study was conducted. The second section delineates the instrument under two 
subheadings: a multiple choice task and a composition task. The other sections explicate the 
instructional materials and procedures, data collection and analysis processes. 
4.1 Subjects 
The research subjects were 90 male and female first-year Libyan students who were majoring 
in English as a foreign language at Garyounis University, Benghazi, Libya. Each class 
included 30 students, aged 19-23, who were all native speakers of Arabic. They shared similar 
linguistic and socioeconomic backgrounds, educational systems and fields of study. The 
participants belonged to a Libyan Arabic speaking community and started learning English as 
a foreign language before studying it as their major field at the university. They started 
learning English as a second language both in the preparatory and secondary stages, with a 
bare minimum of 6 years of previous English- learning experience. Based on a placement test 
(TOEFL), their English level was classified as intermediate. The intermediate level was chosen 
because learners are assumed to have sufficient linguistic knowledge to be able to concentrate 
on this part of grammar. It was decided to choose 90 participants for the reason that it was a 
large enough sample group to conduct the statistical analysis with.  
Moreover, in order to know and ensure that their language level was similar before teaching 
the participants and to ensure equality across groups before conducting the course, the 
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researcher obtained access to their high school certificates and established that they shared a 
similar language level. 
The participants were assigned to 3 groups: two experimental groups, (Deductive teaching 
DT), (Textual enhanced input teaching TEI) and the control group CG. The participants were 
invited to take part in this study. Following VanPatten and Cadierno (1993), Master (1994) 
and Tomlinson and Allen (2000), all instructions were conducted in the participants’ regular 
classrooms, (i.e. the English input that they receive is explicit teaching strategies). All of them 
were receiving a normal schedule in other academic classes at the same time and the present 
study provided them with extra classes. The distribution of the three classes into different 
courses was decided on a random basis. The (DT, TEI) groups received a course on the article 
system in which they were subject to two different treatments, i.e. an explicit deductive 
grammar instructional strategy was used with the DT group, whilst an implicit instructional 
strategy, (textual enhanced input) was used with the TEI group for eight weeks. The control 
group, CG was exposed to an intensive amount of article usage through the use of authentic 
texts. 
4.2 Instrument 
The instruments employed in this study consisted of three tests: a pre-test, post-test1 and post-
test 2. The goal of undertaking post-test 2 was to find out whether the proficiency gains from 
instruction remained stable after six months or not. In order to collect data for the study, two 
tasks were applied in each test: a multiple choice task and two short composition tasks, (with 
100 word limit for each task).  
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4.2.1 Multiple Choice Task 
The multiple choice items were in two forms: isolated sentences and a passage of integrated 
items. The initial length of the multiple choice items in all tests was 90 and were divided as 
follows:  30 items (pre-test); 30 (post-test1); 30 (post-test 2) (See Appendix A). Each test was 
worth 30 points. One point was assigned for each correct answer and incorrect answers were 
assigned zero points. The three tests were scored by the researcher and the sentences were 
adapted from Murphy (1998), Master (1994) and Eastwood (1999). As for the test format, in 
addition to leaving blanks for the missing uses of the relevant article, the researcher provided a 
choice of three articles, and the participants were instructed to choose the most suitable article.  
The full task can be seen in Appendix A and below are some examples: 
1. Isolated sentences 
Version 1 
        1. Sally goes to _________by car. 
                         a) work            b) a work             c) the work 
        2. Can I have ____ from your bag? Yes, of course. 
                      a) an apple     b) some apple      c) the apple 
Version 2 
                     1- I don't know what to do. It's ____________problem. 
                                    a) quite difficult          b) a quite difficult               c) quite a difficult 
                      2- _____________ is my favourite sport. 
                                    a) Football            b) A football                c) The football 
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Version 3 
1- My friend is________ person 
a) honest         b) an honest           c) a honest 
2- Let’s sing ____________ . 
a) song            b) a song                  c) an song 
 
2. Passages of integrated items 
Choose 'a', 'an', 'the' or no article to complete the following paragraph 
 I was born in Seattle, Washington. Seattle is ________city in the United States. It is near 
_________border of Canada. I live in ________town called Olympia, in ________house in 
________street in the countryside. ________street is called “Bear Street” and ________house 
is beautiful but very old- more than 200 years old! I am _______English teacher at 
__________school in the centre of ________town.  
 
The multiple choice task was similar, (three versions with the order counterbalanced), so that 
the researcher ensured that the same test format was used to retest article usage and that the 
student who had version (1) in the pre-test had different versions (2 or 3) in post-test1 and 
post-test 2. In other words, each student received three different versions of each test. The 
following table (Table 4.1) demonstrates this: 
Table 4.1The Three Different Versions of the Tests for Each Group 
             
                     Group 
  Test  
 
TEI 
 
DT 
 
CG 
Pre-test  Version  1 Version  2 Version  3 
Post-test1 Version  2 Version  3 Version  1 
Post-test2 Version  3 Version  1 Version  2 
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The items used in each test included the different possible uses of the definite, indefinite and 
zero articles.  
4.2.2 Composition Task 
The main goal of this task was to identify and classify the students’ errors with regard to the 
article system found in their essays. The secondary goal was to investigate the sources of the 
misuse of the English article system made by Libyan learners in this study. In other words, it 
aims to find out whether mother tongue interference causes students to make article errors or 
not. 
The participants were given two topics in this task, and were asked to answer them both.  The 
two topics were as follows: 1) What did you do last weekend? 2) Describe one of your 
relatives. These questions were presented in the three tests. They were chosen so that the 
students could write different answers in each test. Although the tasks included written 
instructions, the researcher provided the participants with verbal instructions in English and 
Arabic before each task. Moreover, an explanation of unfamiliar words was presented in 
Arabic, in order to avoid the possibility of a lack of vocabulary having an effect on findings.  
4.3 Procedure 
In order to conduct this study, verbal permission was gained from the head of the English 
Department and the Dean of the faculty of Arts at Garyounis University. Subsequently, the 
learners’ instructors were informed of the intact classes, (lessons of this study) for which the 
course was conducted and a brief description of the study and its aim was provided. 
Furthermore, the researcher scheduled a time for the three tests.  
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 All groups, (DT, TEI, and CG) received the pre-test on the 13th of November 2011, (the first 
week of the course). On the 15th of November, the ‘traditional lessons’ started with the DT 
group.  
The enhanced input lessons took place with the TEI group on the 16th of November and the 
reading passages lessons with the CG took place on November 17th. All groups received a post 
test1 on January 10th (week nine). The course was planned as follows:  
 
Week 1 Pre-test ( 13th, Nov) 
Weeks 1-8  Instruction ( 15th, Nov) 
Week 9 Post-test (10th, Jan) 
 
The pre-test was given prior to the course so that the results of the test served to ascertain a 
baseline for all groups. Then, eight weeks later, after the course was completed, post- test1 was 
given immediately in order to measure proficiency gains; post- test2 was given to the students 
six months later to establish the long-term effects of the process of learning. A review of the 
target features was not provided during the intervals between post-test1 and post-test 2. 
In each test, the students were given a period of time, (45-50 minutes) to complete the test, 
sufficient time for each participant to finish the test without rushing but not enough for him/her 
to think at length about his/her answers. The course lasted for eight weeks with post-test1 in 
week 9. All the groups had 10 sessions, whilst each group had one session per week. 
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4.4 Instructional Materials 
In order to ensure equality of instruction, the researcher herself undertook the instruction of the 
three groups.  
4.4.1 (DT) Group 
The DT group was instructed in accordance with two popular grammar books. They were 
Essential Grammar in Use by Murphy (1998) and Oxford Practice Grammar by Eastwood 
(1999). (See appendix C).   
Class instructions were given in English. Explanations in Arabic were given when students 
faced concepts that were too difficult to understand. The use of Arabic in class was for the 
sake of teaching effectiveness and to determine that each participant understood what was 
being taught. 
In addition, the instruction of this group was similar to the instruction used in Master’s study 
(1994). The similarities between the present study and Master’s study are as follows: 
1.  Prior to starting the instruction, a hand-out of each lesson concerning the article 
system was distributed to each student. The group received systematic article 
instruction throughout the nine-week treatment (pre-test in week 1, post-test 1 in week 
9). The article system course concentrated on six main aspects of the system in the 
following order (from Master, 1994): 
 The countable - uncountable and singular - plural distinctions. 
 The indefinite [a (n), Ø] – definite [the] distinction. 
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 The premodified - postmodified distinction. 
 The specific - generic distinction. 
 The common noun - proper noun distinction. 
 The idiomatic phrase - nonidiomatic phrase distinction. 
2. The students were taking a normal schedule of other academic classes at the same time. 
3. The instrument used in this study reflected a broad range of article usage. 
4. In each test, the students were provided sufficient time to finish the test but not enough 
to think at length about the answers. This procedure was undertaken; with the purpose 
of capture the students’ spontaneous response to the aimed grammatical items as much 
as possible. 
5. Any inquiries from the students about vocabulary were answered. 
6. The treatment of the article system focused on six major aspects of the system. Two 
weeks were devoted to each of the first 3 distinctions, 3 weeks total to the last three. 
That is, the group received countable-uncountable and singular-plural distinctions in 
the first three lessons. In lesson one the teacher asked her students to reflect on their 
understanding of countable-uncountable nouns and when they are used. After the 
warm-up, the materials were distributed to the participants so that they could read 
through the rules and the examples accompanying each rule. After the deductive 
presentation and the completion of the lesson, the teacher asked the students to put 
away their hand-outs and asked the question ‘what are the rules we learned today?’ She 
revised the lesson with her students to confirm that they fully understood the question. 
Finally, the students answered the exercises in groups and the teacher went over their 
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answers and provided feedback. The same procedure of instruction was followed in 
approximately the same way in lesson one, as in the other lessons. (See Appendix C for 
more details of the actual practice). 
7. The topics of countable-uncountable nouns, abstract-concrete nouns were presented 
first in lessons 1 and 2, in order that learners could distinguish between uncountable 
and abstract nouns and avoid the erroneous association between them. In lesson 3, the 
difference between a and an was introduced followed by the anaphoric use of the and 
then its use with unique things. Lesson 4 presented the generic and specific uses of the, 
zero article (Ø), a, and an. Lesson 5 focused on fixed expressions (e.g.  in bed, at sea, 
by bus) and  in lessons 6 and 7  proper nouns were introduced. Lesson 8 was a revision 
of all uses of the article system.  
Moreover, when the teacher noted that some rules of grammar appeared to be unclear to the 
participants, she re-taught those particular parts. 
4.4.2 (TEI) Group 
The TEI group was instructed with a focus on form teaching technique. It was an input 
enhancement strategy. In order to direct the learners’ attention to the target features, (i.e. the 
English article system), the researcher manipulated the learners’ input with the aim of 
provoking development by deliberately engaging awareness and trying to increase the 
learners’ attention.  
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To teach this group, authentic texts, (a set of materials in which all articles a, an, the and the 
zero article Ø) were adapted from English- Online website4. Familiar topics, (e.g. popular 
science, social, popular medicine and fable stories) were chosen as they are used in everyday 
life. They were chosen with names of people, things, events and feelings so that students could 
identify and do not encounter any difficulties in comprehending them.  
This set of materials was enhanced visually, including the tasks, to draw learners’ attention to 
the meanings of the articles. The articles (i.e. A, An, the, and Ø) were typographically 
enhanced by highlighting, enlargement and a combination of the techniques: bolding and 
underlining, in order to increase their salience.  There were eight texts with their tasks for eight 
lessons which were handed out to the students during each lesson. In each text, the definite 
article the was highlighted in green, the indefinite article a, an were highlighted in pink and the 
zero article in yellow. In all versions, the entire text was printed in one font type (Verdana) and 
size (9) except for the articles which were typed in font size (11). The example below 
demonstrates this: 
Babies are good language learners 
It is hard to know what --babies want. They can't talk, walk, or even point at what they're thinking 
about. Yet --newborns begin to develop --language skills long before they begin --speaking. And, 
compared to --adults, they develop these skills quickly. --People have a hard time learning --new 
languages as they grow older, but --infants have the ability to learn any language easily. 
                                                          
4 This website is available at http://www.english-online.at/index.htm . It was chosen because of the following: (1) 
It is specially designed for foreign learners of English, (2) the articles are chosen and rewritten carefully in order 
to be easily understood. 
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For a long time, --scientists have tried to explain how such young children can learn --complicated 
grammatical rules and --sounds of a language. Now, --researchers are getting a better idea of 
what's happening in the brains of the tiniest language learners. 
A total instructional package of six hours was provided for reading texts and activities, 45 
minutes per class. (Samples of the instructional materials can be seen in Appendix B).   
In lesson 1 of the course, the teacher provided an overview about the lesson and in order to 
make them conscious of the target features, she informed her students that the highlighted 
words were the articles which they have had trouble with and notified them that she would like 
them to pay attention to how they were used. No information about the highlighted words was 
provided. When a learner, for example, asked about a highlighted word, the teacher answered 
the question without any lengthy explanations or rules. The students worked in groups of 
seven; the teacher divided the text into paragraphs and each group was given a paragraph to 
read and prepare for the main points to be followed by an explanation to the class. After ten 
minutes, each member of each group participated in explaining the main points to class. Then 
the students read the whole text in turn and the teacher asked the students if they needed any 
help with the text, (e.g. a meaning of a word) before going to the questions. The students 
worked together and answered the questions based on the text they had read and subsequently 
the teacher confirmed the answers and provided feedback. The feedback included corrections 
of the article system when errors were found. 
4.4.3 The (CG) 
This group served as the control group. The procedure of this group was similar to that of the 
TEI group. There were eight authentic texts from different fields, the only difference being that 
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the articles in the texts for this group were not enhanced or enlarged. The example below 
demonstrates this, 
Babies are good language learners 
It is hard to know what babies want. They can't talk, walk, or even point at what they're thinking 
about. Yet, newborns begin to develop language skills long before they begin speaking. And, 
compared to adults, they develop these skills quickly. People have a hard time learning new 
languages as they grow older, but infants have the ability to learn any language easily. 
For a long time, scientists have tried to explain how such young children can learn             
complicated grammatical rules and sounds of a language. Now, researchers are obtaining a better 
idea of what is happening in the brains of the tiniest language learners. 
Moreover, to show the frequency of exposure to the English article functions (i.e. the English 
article uses) in the teaching materials used in this study, the following procedures were 
conducted. 
1. In order to recognize the amount of the article system uses each group had during the course 
of teaching, the teaching materials were classified. The overall article uses in those materials 
were counted and classified by functions, (i.e. the uses of the article system in chapter 3). This 
procedure was used to determine whether a group had more article uses than the other two 
groups or not. The following table (Table 4.2) presents the results. 
Table 4.2 The Amount of the Uses of the English Article system in each group 
         Article 
Group The a/an Ø Total number of articles 
Total number of 
words in the materials 
 
TEI/CG 401 247 793 1441 5799 
DT 378 256 855 1489 7166 
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The table shows that although the total number of words in the DT group is more than the 
other two groups, the ratio of the total number of the article uses is almost similar. This fact 
reveals that the density of the article uses was not much different amongst the three groups.  
2. To show whether the distribution of specific uses is similar in the three groups or not, a 
random sample of 200 nouns from each teaching material were chosen and compared with the 
uses of the article system in chapter 3. The following table (Table 4.3) presents the results. 
Table 4.3 Distribution of Specific Uses in the Three Groups 
 
no 
No.  of 
use in 
Ch.3 
 
        Name of use 
Teaching 
materials 
TEI/CG 
Teaching 
materials 
DT 
1. 3.7.1.1 Anaphoric reference 1 2 
2. 3.7.1.2 Cataphoric reference 4 4 
3. 3.7.1.3 Situational use 14 33 
4. 3.7.1.4 The with proper nouns 36 37 
5. 3.7.1.5 The as part of a name 2 2 
6. 3.7.1.6 The with superlatives  2 2 
7. 3.7.2 The generic uses of the 4 4 
8. 3.7.3 The with names of institutions 3 4 
9. 3.7.4 Names of the days of the week …….. 4 
10. 3.7.5 The with demonstrative pronouns 4 2 
11. 3.7.6 The logical use of the 3 2 
12. 3.7.7 The use of the with sporadic reference 3 3 
13. 3.8.1 The zero article with plural count nouns 19 19 
14. 3.8.2 The zero article with mass/ non-count nouns 18 18 
15. 3.8.3 The zero article with names of institutions 5 6 
16. 3.8.4 The zero article with means of transportation 1 1 
17. 3.8.5 The zero article with names of seasons 3 3 
18. 3.8.6 The zero article with times of day and night 5 5 
19. 3.8.7 The zero article with names of meals 6 5 
20. 3.8.8 The zero article with illnesses ……. ……. 
21. 3.8.9 Times of the day 1 1 
22. 3.8.10 The zero article with non-generic meaning 1 ……… 
23. 3.8.11 The zero article with the words town/home ….. 1 
24. 3.8.12 Miscellaneous uses of the zero article ……. 2 
25. 3.9.1.1 Non-referring uses of a/an 5 6 
26. 3.9.1.2 a/an with descriptive exclamations 2 ….. 
27. 3.9.1.3 a/an and the numeral one 16 22 
28. 3.9.1.4 a/an in measuring phrases ……. ……. 
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29. 3.9.1.5 a/an when a referent is mentioned for the first time 9 9 
30. 3.9.1.6 a/an in vacillation  ….. …. 
31. 3.9.2 Generic uses of a/an 1 …. 
 Total  173 196 
 Other   27 4 
 
 In this particular sample, the above uses were sampled. Some of these uses were not 
demonstrated, but they appeared in the whole sample in comparative frequency. Therefore, 
even in this partial data (i.e. 200 nouns) of the materials used in classes, the majority of uses 
are attested in a similar frequency.  
Overall, there were slightly more relevant examples in the materials of the DT group, but the 
difference is small. 
4.5 Scoring Procedure 
  The scoring procedures of the two tasks were as follows: 
4.5.1 Multiple Choice Task 
The data collected from the multiple choice task were analysed by using Statistics Package for 
Social Sciences (SPSS). Before accomplishing the evaluation of the treatment outcome, an 
analysis of pre-existing group differences was carried out. A one-way ANOVA was used on 
the pre-test scores of the three groups. The results of the ANOVA revealed that there were no 
significant differences among the three groups prior to the course. To compare post-tests 
differences among the three groups, within- group analyses, (a paired- sample t-test) and 
between-group analyses, (an independent- sample T-test) were conducted. 
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With reference to statistical decisions, the post-tests results revealed that there were significant 
differences among the three groups. The detailed findings of the statistical tests are presented 
and interpreted in the next chapter. 
4.5.2 Composition Task 
 As mentioned above, this task contained two questions in each test. The participants were 
informed to write at least a one hundred word limit for each question. After each test, the 
researcher collected the students’ papers and typed all their answers in order to classify the 
kinds of errors that they had made. Based on the views of Gass and Selinker (1994), Bataineh 
(2005), Johnson (2007) Ellis & Barkhuizen (2009) and many others who believe that error 
analysis is of considerable significance, this study has adopted this type of investigation. It is a 
very important tool due to the fact that when researchers classify learners` errors, additional 
facts about the process of learning can be realised. Accordingly, this task was adopted as it 
assisted the researcher to collect more data, in order to classify various kinds of article errors. 
There were a total number of 540 paragraphs in all tests. The data obtained were analysed by 
means of the following steps. First, a table containing all nouns was drawn up, so as to identify 
and classify the article errors. Second, the data were identified for any deviation of use of the 
English article system. Each noun phrase was placed in a row followed by each student’s 
response. After that, the article errors found in the participants’ compositions were recorded 
and the errors were proved by improving the correct use of the article in the target language. 
The errors were then classified. The researcher randomly selected 34 papers from the three 
tests, with the purpose of compute the article uses using inter-rater reliability (Kappa)5 using 
                                                           
5According to Landis and Koch, 1977, a more complete list of how Kappa might be interpreted is as follows:   
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SPSS. It is a measure used to examine the agreement between the two raters to find out how 
often they agree on categorical variables. The researcher and a native speaker of English were 
the raters of this set of papers. The researcher and the native speaker rater coded the correct 
article uses independently, i.e. each coded the scripts without knowing what the other had 
carried out. The codes were subsequently compared using SPSS and the findings showed that 
there were no significant differences between the researcher and the native speaker of English. 
The results of the inter-rater analysis kappa = 0.94 with p˂0.001. 
4.6 Summary of the Chapter 
The present study contained three groups of first year undergraduate Libyan ESL students at 
the University of Garyounis with 90 participants in total. The three groups were selected 
randomly for different methods, which included traditional instruction, enhanced input 
instruction and exposure to an intensive amount of reading passages. Prior to the 
commencement of the course, a pre-test was given to the participants. The course lasted for 
nine weeks. At the end of the course, the students were given post-test1, and six months later, 
they were given post-test 2. The results of the three tests were compared by using SPSS, with 
the purpose of verify the following: (1) Whether the instruction efficiently improved the 
participants’ accuracy with regard to the use of the English article system and if yes, whether 
the instructional effects could remain for a period of time. (2) What each group had learned 
other than the English article system. In other words, did students improve their writing and 
                                                                                                                                                                                       
Kappa Interpretation 
< 0 Poor agreement 
0.0 – 0.20 Slight agreement 
0.21 – 0.40 Fair agreement 
0.41 – 0.60 Moderate agreement 
0.61 – 0.80 Substantial agreement 
0.81 – 1.00Almost perfect agreement 
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their use of grammatical items other than the article system? In order to determine this, two 
measurements were used: the measurement of grammatical development using T-unit and the 
measurement of lexical development using Type-taken ratio. 
Moreover, the students’ scripts were collected and analysed in order to determine the kinds of 
article errors made by Libyan learners of English and to ascertain whether the mother tongue 
has a role in Libyan learners’ selections of the English article system. 
The next chapter presents the findings of data analysis from different facets. It produces the 
findings of two kinds of tasks: a multiple choice task and a composition task. In addition, it 
presents a comparison between both tasks in order to recognize which task the students 
perform better in.  
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Chapter Five 
Findings 
5.0 Introduction 
As previously mentioned, this study is an attempt to identify the reasons why Libyan learners 
of English have difficulty in acquiring the English article system. Accordingly, this study is 
seeking to achieve the following:  
(1)  To identify and analyse the types of errors Libyan students make in the use of articles.  
(2) To find out which article use will prove to be the most overused/underused by Libyan learners 
during the learning process. As explicit and implicit grammar learning has been an issue of 
open ended debate and empirical examination, the researcher realised the necessity to examine 
the influence of two instructional strategies, namely an explicit deductive teaching strategy and 
an implicit enhanced input strategy on the use of the English article system by second language 
Libyan learners of English. 
(3) To establish what improvement each group has made in addition to the English article system.   
This chapter reports the findings of data analysis from different sides. It presents the findings 
of two kinds of tasks used in the present study: a multiple choice task and a composition task. 
Regarding the analyses of the multiple choice task, they are organized as: descriptive statistics, 
analyses of pre-test performances, analyses of post-test 1 and  post-test 2 using repeated 
measures ANOVA and a follow up t-test. With respect to the composition task part, it presents 
analyses similar to those mentioned above. i.e., analyses of pre-treatment performances, 
repeated measures ANOVA and a follow-up analysis. In addition, this task allows for the 
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analysis and classifying of article errors made by Libyan learners. Moreover, this chapter 
presents a comparison between both tasks.  
5.1 Results of the Multiple Choice Task 
Before presenting the results, a comparison was needed in order to compare the three versions 
of the tests to make sure that they are equally difficult and no significant differences exist 
amongst them. The three tests were compared as follows: 
The mean of all the scores of versions 1, 2 & 3 were computed in order to determine which 
version is more difficult than the other versions. The SPSS results revealed that the three 
versions were equally difficult for all participants and there were no significant differences 
amongst them.  
Table 5.1 Descriptive Statistics of all scores of versions 1, 2, 3 
Version  N Mean Std. Deviation 
Version 1 90 17.51 4.710 
Version 2 90 17.38 4.615 
Version 3 90 17.59 4.811 
    
 
Moreover, a paired-sample t-test was conducted to compare version 1 vs. version 2, version 1 vs.   
version 3 and version 2 vs. version 3. The findings reveal that there were no significant differences 
amongst the three versions. 
 t df Sig. 
Pair 1 Ver1 - Ver2 
Pair 2 Ver2 - Ver3 
Pair 3 Ver1 - Ver3 
.258 
-.423 
-.173 
89 
89 
89 
.797 
.674 
.863 
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In order to show whether the three tests cover a range of uses, the three versions of the test 
were compared with the uses of the article system mentioned on chapter 3. The following table 
(Table 5.2) presents the comparison. 
Table5.2 The Three Versions of the Test with the Functions of the Article System in Chapter 3 
No. of use Name of use V1 V2 V3 
3.7.1.1 Anaphoric reference 5  3 
3.7.1.2 Cataphoric reference 2 1 3 
3.7.1.3 Situational use 2 4 2 
3.7.1.4 The with proper nouns 1 7 1 
3.7.1.6 The with superlatives 1 …. …. 
3.7.3  The with names of institutions 1 …. …. 
3.7.6 The logical use of the 3 …. 1 
3.7.7 The use of the with sporadic reference 2 …. 1 
3.8.1 The zero article with plural count nouns 1 3 2 
3.8.2 The zero article with mass/non-count abstract nouns 5 4 2 
3.8.3 The zero article with names of institutions 1 …. …. 
3.8.6 The zero article with times of day and night …. …. 1 
3.8.7 The zero article with names of meals 1 …. 1 
3.8.10 The zero article with non-generic meaning …. …. 1 
3.8.11 The zero article with the words town/home …. …. 1 
3.9.1.1 Non-referring uses of a/an 3 4 4 
3.9.1.3 A/an with the numeral one 3 3 2 
3.9.1.5 Uses of a/an when referent is mentioned for the first time  3 …. 6 
The above table indicates that the three tests contained varied uses of the article system. 
Although versions 1 and 3 had uses that were not in version 2, such uses were mentioned only 
once. Moreover, version 2 had some uses that were more than those of versions 1 and 3. 
5.1.1 Descriptive Statistics of the Three Tests 
First, descriptive statistics of the three tests, together with the number of participants in each 
group, mean scores and standard deviation are presented in Table 5.3.  The data revealed that 
the treatment groups, (TEI and DT), regardless of various instruction methods, outperformed 
the third group, the (CG) in the progress from the pre-test, post-test 1 and post-test 2.  
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Table 5.3 Percentages of Correct Uses of Each Group in the Pre-test, Post-test 1 and Post-test 2 
Test 
 
Group 
Pre-test Post-test 1 Post-test 2 
Mean SD Mean SD Mean SD 
TEI 
(n- 30) 
15.43 4.014 18.07 3.814 17.30 4.178 
DT 
(n=30) 
14.93 3.562 23.07 3.107 21.97 2.918 
    CG 
   (n=30) 
15.27 4.102 16.03 4.271 15.37 3.755 
              
From Figure 5.1, it can be noted that the effect of teaching on the TEI and DT groups 
improved from pre-test, post-test 1 and  post-test 2. However, after the testing, the DT group 
improved the students’ performances more than the other two groups. 
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 5.1.2Analyses of Pre-test Performances 
As the selection of the three groups involved in this study was from intact classes, a test of pre-
existing differences amongst the three groups was conducted, in order to ensure equality across 
the groups before conducting the treatment. 
The null hypothesis (H0) means that there is no effect of the testing; hence, the means of pre-
test, post-test1 and post-test 2 should be similar. With regard to the alternative hypothesis (H1) 
at least one of the means is different. The following analyses were based on the SPSS outputs.  
To determine whether there were pre-existing differences amongst the three groups, a one-way 
ANOVA was performed on the pre-test scores of all groups. The ANOVA findings show that 
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no significant differences lay between the performances of the three groups before the 
treatment was initiated: F (2, 87) =.128, p=.880. The p-value =.880 is greater than 0.05. 
Consequently, the null hypothesis H0: µ1=µ2=µ3 can be accepted. In other words, the pre-test 
revealed that the three groups did not appear to have any particular advantages over one 
another at the outset. 
 The results of the post test scores are presented below. 
5.1.3 Analyses of Post-test 1 and Post-test 2 Performances 
In this part of the analysis, three kinds of analyses were carried out: (1) 3x3 repeated measures 
ANOVA (3 tests x 3 groups), (2) an independent sample t-test, (a follow up analysis used to 
compare groups:  TEI vs. DT, DT vs.CG, TEI vs. CG in the three tests) and (3) a paired sample 
t-test, (a follow up analysis was used to compare tests within the same groups. That is, for each 
group: pre-test vs. post-test 1 and pre-test vs. Post-test 2). With regards to repeated measure 
ANOVA, an analysis of between-group comparison, within- group comparison and 
Test*Group interaction was performed to examine whether there were significant differences 
among the three groups. ‘Between-group comparison’ is an experimental design, in which the 
three groups are assigned to three different tests (pre-test, post-test 1 and post-test 2) in the 
treatment. It examines any differences observed between the groups. ‘Within- group 
comparison’ is one in which the same individuals participate in all of the experimental 
conditions. Repeated measures are taken from the same persons; hence, differences are 
examined within the subjects. Within- group analyses, (a paired- sample t-test) and between-
group analyses, (an independent- sample T-test) were carried out. 
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5.1.3.1 Repeated Measures ANOVA 
In contrast to the pre-test results, the ANOVA results revealed that there were significant 
differences amongst the three groups. Table 5.4 displays the main effects of the test, test*group 
and group results. The analysis of the ‘test’ is significant with a large effect size6: F (2, 87) 
=127,371, p<0.001, Partial Eta Squared= 0.594. This means that there are significant 
differences among the three tests when all groups are averaged together. However, this study is 
interested in establishing how the TEI, DT and CG groups improved relative to each other. 
This can be observed by knowing the Test*Group analysis. As shown in Table 5.3 below, the 
interaction between the test and group was significant with a large effect size: F (4,174) = 
48.016, p<0.001, Partial Eta Squared = 0.525. Basically, this means that the groups had 
significantly different changes from pre-test to post-test 2.  
Table 5.4 
Repeated measures ANOVA: Test of within, between-subject effects 
Subject df F Sig. Partial Eta Squared 
Test 2 127.371 .000 .594 
Test*Group 4 48.016 .000 .525 
Group 2 12.542 .000 .224 
 
Moreover, the main effect of a group, (i.e. Between- Group Analysis) examines if there are 
significant differences between the three groups. The results indicate that there are statistically 
significant differences across the three groups with a small effect size: F (2, 87) = 12.542, 
p<0.001, Partial Eta Squared = .224.  
                                                           
6According to Cohen’s guideline (1988), an effect size of 0.10 signifies a small effect, an effect size of 0.25 
signifies a medium effect, and an effect size of 0.40 signifies a large effect. 
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According to the recommendation of Corston and Colman (2000) and Cramer (2008), the t-test 
assists researchers to locate differences amongst the participants. Accordingly, to pin-point 
where the differences lay across the groups, a follow up analysis, (an independent sample t-test 
and paired sample t-test) was conducted and the results were as follows. 
 5.1.3.2 Independent Sample t-test Analysis 
An independent – sample t-test was conducted to compare the pre-test scores, post-test 1 and 
post-test 2 scores among the three groups. 
Regarding the pre-test analysis, three levels were analysed: Group TEI vs. DT, TEI vs. CG and 
DT vs. CG. The results revealed that there were not significant differences in the scores for 
level 1: t (58) = .510, p= .612, level 2: t (58) =-.336, p= .738 and level 3: t (58) = .159, p= 
.874.  (Table 5. 5 demonstrates) 
Table 5.5 The results of independent sample t-test of the pre-test 
Level t df Sig. 
TEI vs. DT .510 58 .612 
DT vs. CG -.336 58 .738 
TEI vs. CG .159 58 .874 
 
 With respect to post-test 1 analysis, Table 5.6 shows that there were significant differences 
only between the first two levels, i.e., level 1: t (58) = -5.567, p<0.001 and level 2: t (58) = 
7.294, p<0.001, although not with level 3, where a different pattern was found: t (58) = 1,945, 
p= .057. 
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Table 5.6The results of independent sample t-test of post-test 1 
Level t df Sig. 
TEI vs. DT -5.567 58 .000 
DT vs. CG 7.294 58 .000 
TEI vs. CG 1.945 58 .057 
 
Similar to post-test1 analysis, the post-test 2 analysis (Table 5.7) demonstrated that there were 
significant differences only between the first two levels. That is, level 1: t (58) = -5.015, 
p<0.001 and level 2: t (58) = 7.601, p <0.001.  As for level 3, there was no significant 
difference between the TEI group and the CG: t (58) = 1.885, p= .064. 
Table 5.7 
The results of independent sample t-test of post-test 2 
Level t df Sig. 
TEI vs. DT -5.015 58 .000 
DT vs. CG 7.601 58 .000 
TEI vs. CG 1.885 58 .064 
 
These results suggest that the three groups had similar scores before the initiation of the 
treatment. However, in post-test 1 and post-test 2 significant differences were detected 
between group pairs except for the TEI group and the CG. Put another way, the DT group 
significantly outperformed the other two groups and made significant improvements in their 
selection of the English article system both in post-test1 and post-test 2. 
5.1.3.3 Paired Sample t-test Analysis 
A paired-sample t-test was conducted to compare Pre vs. Post-test 1 and Pre vs. Post-test 2 
for each group (See Table 5.8). The findings were as follows: 
The results of the TEI group illustrated that the group had improved significantly in their 
performance from pre to post-test 1: t (29) = -7.970, p<.001 as well as from pre to post-test 2: t 
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(29) = -4.133, p<. 001. This result suggests that this group’s performance developed after 6 
months of instruction. 
 Likewise, with the TEI group, the results of the DT group revealed that the performance of 
this group had significant differences from pre to post-test 1: t (29) = -13.909, p <.001 and 
from pre-test to post-test 2: t (29) = -11.105, p< .001. This result suggests that in the long term 
the group’s performance was improved. 
With regards to the performance of the CG, the results showed that there were significant 
differences only between pre and post-test 1: t (29) = -4.173, p<.001, but not between pre and 
post-test 2: t (29) = -.280, p= .781. This result suggests that the group remained unchanged 
after 6 months of instruction. Although the group was taught by means of exposure to an 
intensive amount of authentic articles and comprehension questions about those articles, it 
improved in its use of the article system. This improvement may be because the students were 
having their normal classes, (including grammar classes) when performing the treatment.  
5.8 Results of paired sample t-test. 
 
 
Group t df sig 
TEI Pair 1 Pretest – Posttest1 -7.970 29 .000 
Pair 2 Pretest –posttest2 -4.133 29 .000 
DT Pair 1 Pretest – Posttest1 -13.909 29 .000 
Pair 2 Pretest –posttest2 -11.105 29 .000 
CG Pair 1 Pretest – Posttest1 -4.173 29 .000 
Pair 2 Pretest –posttest2 -.280 29 .781 
 
The results of the paired sample t-test reveal that both groups (TEI and DT) improved in article 
use from pre-test to post-test 2 and the improvement retained for six months when post-test 2 
was administered. However, for the CG significant progress was noticed on the immediate 
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post-test1, but not on post-test 2. In other words, this group’s performance did not improve 
after 6 months of instruction. 
Moreover, as mentioned earlier, a composition task was presented in this study. The following 
section displays more details, analyses and the results of this task. It is organized as follows: 
First, it presents how the scores were obtained. Second, it displays the results and kinds of 
analysis performed in each test (pre, post-test 1 and post-test 2). 
5.2 Results of the Composition Task 
The scores of this task were collected by counting the number of nouns in each student paper 
and subsequently, the correct article uses were divided by the total number of all nouns. This 
step was conducted because the students produced some compositions that were longer than 
others, so this was done in order to normalize the scores. This procedure was applied to all the 
participants. For instance, if a student presents 15 nouns and only 6 article uses are correct, in 
this case the number 6 is divided by 15 and 40% is the student’s total number. 
With respect to the results, they were given as follows: first, descriptive statistics and 
pretreatment analysis, (using one way ANOVA) were conducted to find out whether or not 
there were pre-existing differences amongst the three groups before conducting the treatment. 
After that, in post-test 1 and post-test 2, 3x3 repeated measures ANOVA and a follow up t-test 
were performed.  
5.2.1 Descriptive Statistics 
First, Table 5.9 displays an overall picture of the results of the three tests (pre, post-test 1 and 
post-test 2) followed by Figure 5.2 displaying the improvement in the students’ performances 
among the three tests. 
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Table 5.9 
       Percentages of Correct uses of Each Group in the Pre-test, Post-test 1 and Post-test 2 
Test 
 
Group 
Pre-test Post-test 1 Post-test 2 
Mean SD Mean SD Mean SD 
TEI 
(n- 30) 
48.27 8.638 54.07 8.890 50.77 9.295 
DT 
(n=30) 
48.23 10.371 63.40 11.416 62.17 10.515 
CG 
(n=30) 
48.23 10.105 50.53 10.471 46.83 11.329 
 
 
 
 
Figure 5.2 Means Scores of Pre- test, Post-test 1 and Post-test 2 
 
The above figure reveals that the effect of teaching on the TEI and DT groups improved from 
pre-test to post-test 2. However, in the DT group the students’ performance improved after the 
treatment and as a result was better than the other two groups. 
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5.2.2 Inferential Statistics 
5.2.2.1 Analyses of Pre-Treatment Performances 
Before conducting the treatment, a pre-existing differences examination was carried out. A 
one-way ANOVA was conducted on the pre-test scores. The ANOVA results showed that the 
scores did not differ significantly: F (2, 87) = .000, p= 1.000. 
Consideration of the results of post-test1 and post-test 2 is required. 
5.2.2.2 Post-test 1 and Post-test 2 Results 
In this part of the analysis, the following analyses were conducted: (1) 3x3 repeated measures 
ANOVA (3 tests x 3 groups) and (2) a follow up analysis (independent sample t-test and 
paired sample t-test). With regard to repeated measures ANOVA, it was performed to find out 
the main effect of group, main effect of test and group* test interaction among the three 
groups. The results are presented in the following sections.  
5.2.2.2.1 The Results of Repeated Measures ANOVA 
The ANOVA results revealed that there were significant differences amongst the three groups.  
Table (5.10) displays the results of repeated measures ANOVA. The analysis of the ‘test’ was 
significant with a large effect size: F (2,174) =59.722, p<0.001, Partial Eta Squared = 0.407. 
This means that there are significant differences among the three tests. Moreover, the 
interaction between test and group was significant and the effect of this significance is of great 
importance: F (4,174) = 23.495, p<0.001, Partial Eta Squared = 0.351. Basically, this means 
that the groups had significantly different changes from pre-test to post-test 2. As with the 
main effect of group (i.e. Between- Group Analysis), the results indicate that there were 
statistically significant differences across the three groups with a small effect size: F (2, 87) = 
8.114, p<0.001, Partial Eta Squared = .157. 
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Table 5.10 
Repeated measure ANOVA: Test of within and between-Subject Effects 
Subject df F Sig. Partial Eta Squared 
Test 2 59.722 .000 .407 
Test*Group 4 23.495 .000 .351 
Group 2 8.114 .001 .157 
 
To pin-point where the differences lay across the three groups, a follow up analysis 
(independent sample t-test and paired sample t-test) was conducted. The former is used to 
compare TEI vs. DT, DT vs. CG and TEI vs. CG. The latter is used to compare the three tests 
within each group (for each group: pre vs. post-test 1 and pre vs. post-test 2). The results were 
as follows. 
5.2.2.2.2 Independent Sample t-test Analysis 
An independent – sample t-test was conducted to compare the pre-test scores, post-test1 scores 
and post-test 2 scores amongst the three groups. 
Regarding the pre-test analysis, three levels were analysed: TEI vs. DT,   TEI vs. CG and DT 
vs. CG. The results revealed that there were no significant differences in the scores for level 1: 
t (58) = .014, p= .989, level 2: t (58) =.000, p= 1.000 and level 3: t (58) = .014, p= .989.  
(Table 5. 11 demonstrates) 
Table 5.11 
Results of independent Sample t-test of the Pre-test 
Level t df Sig. 
TEIvs. DT .014 58 .989 
DTvs.CG .000 58 1.000 
TEIvs.CG .014 58 .989 
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With respect to post-test 1 analysis, Table 5.12 shows that there were significant differences 
only between the first two levels. That is, level 1: t (58) = -3.533, p<0.001 and level 2: t (58) = 
4.549, p<0.001. However, a different pattern was found in level 3: t (58) = 1.409, p= .164. 
Table 5.12 
Results of independent sample t-test of post-test 1 
Level t df Sig. 
TEIvs. DT -3.533 58 .001 
DTvs.CG 4.549 58 .000 
TEIvs.CG 1.409 58 .164 
 
Similar to post-test 1 analysis, post-test 2 analysis (Table 5.13) shows that there were 
significant differences only between the first two levels. That is, level 1: t (58) = -4.449, 
p<0.001 and level 2: t (58) = 5.434, p <0.001. As for level 3, there were no significant 
differences between the TEI group and the CG:  t (58) = 1.470, p= .147. 
Table 5.13 
Results of Independent Sample t-test of Post-test 2 
Level t df Sig. 
TEI vs. DT -4.449 58 .000 
DT vs. CG 5.434 58 .000 
TEI vs. CG 1.470 58 .147 
 
These results suggest that the DT group made significant improvements in their selection of 
the English article system both in post-test 1 and post-test 2. 
5.2.2.3 Paired Sample t-test Analysis 
A paired-sample t-test was conducted to compare pre-test with post-test 1 and pre-test with 
post-test 2 for each group. The results (Table 5.14) are presented below. 
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The results of the TEI group revealed a significant improvement in their performance from 
pre-test to post-test 1: t (29) = -6.178, p<.001. However, there was no a significant difference 
from pre-test to post-test 2:  t (29) = -1.770, p=.087. This result suggests that this group’s 
performance remained unchanged after 6 months of instruction. 
With respect to the DT group, the results showed that the performance of this group showed 
significant differences from pre-test to post-test 1: t (29) = -8.683, p <.001 and from pre-test to 
post-test 2: t (29) = -8.029, p< .001. This result suggests that this group’s performance 
improved after the treatment and remained 6 months after instruction. 
Regarding the performance of the CG, the results were similar to those of the TEI group, i.e., 
there were significant differences only between pre-test and post-tset1:  t (29) = -5.229, 
p<.001, but not between pre-test and post-test 2:  t (29) = 1.944, p= .062. This result suggests 
that this group remained unchanged after 6 months of instruction. 
Table 5.14 
Paired Sample t.test Results in Pre-test, Post-test 1 and Pre-test, Post-test 2 
 
 
                         
                    
5.3. Summary of Sections 1 and 2 
To sum up, section one presented analyses of the Multiple Choice Task. The data gathered 
were yielded to three analyses: analyses of pre-test performances using one way ANOVA, 
analyses of post-test 1 and post-test 2 using 3x3 repeated measures ANOVA and follow-up 
analyses. The pre-test analyses accepted the null hypothesis and did not show any significant 
Group t df sig 
TEI Pair 1 comp.pre - comp.post 1 -6.178 29 .000 
Pair 2 comp.pre - comp. post 2 -1.770 29 .087 
DT Pair 1 comp.pre - comp.post 1 -8.683 29 .000 
Pair 2 comp.pre - comp. post 2 -8.029 29 .000 
CG Pair 1 comp.pre - comp.post 1 -5.229 29 .000 
Pair 2 comp.pre - comp. post 2 1.944 29 .062 
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differences among the three groups. Post-test 1 and post-test 2 rejected the null hypothesis and 
accepted the alternative hypothesis. They showed results which were contrary to the pre-test 
analyses. Repeated measures ANOVA revealed that there were significant differences amongst 
the three groups. In order to locate the differences, a follow-up analysis was carried out. The 
independent-sample t-test was performed on the pre-test, post-test 1 and post-test 2. The 
analyses of the pre-test did not demonstrate significant differences among the groups. Post-
test1 and post-test 2 showed that the DT group significantly improved in article use and this 
improvement retained until 6 months later when post-test 2 was administered. However, the 
paired-sample t-test clearly proved that both treatment groups (TEI and DT) made significant 
improvements in their selection of the English article system in post-test 1 and post- test 2 after 
receiving different kinds of instruction. Conversely, the CG remained unchanged after 6 
months of instruction. 
As with section 2, the same procedures were followed. The pre-test analyses revealed that 
there were no significant differences amongst the three groups, whilst repeated measures 
ANOVA showed that there were significant differences amongst the groups. The independent-
sample t-test and the paired sample t-test analyses revealed that although the TEI group and 
CG improved their uses of the English article system, the improvement did not remain at this 
level for 6 months unlike the DT group, which improved its performance and remained for 6 
months. (Table 5.14 demonstrates). 
Hence, the performances of the DT group provided a positive confirmation for explicit 
teaching strategies. Students who received a deductive teaching strategy benefited more from 
the article instruction than students who received enhanced input and exposure to an intensive 
amount of reading passages and whose improvement diminished with time.  
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In response to the third research question: To find out whether explicit deductive teaching or 
implicit Input enhancement teaching will be the most effective approach in teaching the article 
system to Libyan learners of English, the answer is that, although both teaching strategies 
proved to be effective in teaching the English article system to Libyan students, the DT group 
used the English article system appropriately. This group  performed better at the end of the 
course and the effect did not diminish with time. Unlike the DT group, the improvement of the 
TEI group after 6 months of teaching was around the same as the control group. Put another 
way, the test results positively demonstrated that Libyan learners improve and become more 
accurate dependant on the choice of the English article system after being taught by the DT 
method. 
Moreover, when the two tasks are compared, Table 5.15 shows identical results between the 
two tasks in the three groups. The only difference was detected when using paired sample t-
test in which the pre-test was compared with post-test 2 in the TEI group in both tasks. The 
results of the multiple choice task showed that this group improved from pre-test to post-test 2 
whereas in the composition task, it did not improve from pre-test to post-test 2 
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Table5.15 Summary of the Results of the Analysis of Multiple Choice Task and the Composition Task 
 Multiple choice task ( MCT) Composition task (CT) 
Pre-test analyses   TEI= DT= CG   TEI= DT= CG 
Repeated  measures 
ANOVA 
There are significant differences among the groups There are significant differences among the groups 
 
Independent-sample t-
test 
pre   TEI= DT= CG pre   TEI= DT= CG 
Post1 DT > TEI>CG Post1 DT > TEI>CG 
Post2 DT > TEI>CG Post2 DT > TEI>CG 
 
Paired sample t-test 
TEI 
Pre vs. Post1: improved  
TEI 
Pre vs. Post1: improved 
Pre vs. Post2: improved Pre vs. Post2: not improved 
DT 
Pre vs. Post1: improved  
DT 
Pre vs. Post1: improved 
Pre vs. Post2: improved Pre vs. Post2: improved 
CG 
Pre vs. Post1: improved  
CG 
Pre vs. Post1: improved 
Pre vs. Post2: not improved Pre vs. Post2: not improved 
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Amongst vital issues in the research of SLA is the significance of L2 learners’ errors. What are 
their sources? Are they due to the transfer of L1 grammatical structures into L2, or are they 
caused by some interlanguage (IL) grammar? This study has considered the issue of L2 
learners of English, in particular Libyan learners. It has attempted to understand the nature of 
their errors and their probable causes which in turn may facilitate the practice of second 
language teaching. 
One of the problematic areas of English for L2 learners in general and Libyan learners in 
particular is the acquisition of the English article system. What is specific to the English article 
system, which makes it problematic to acquire? Is there any specific complexity within the 
English article system or a contrastive factor in Arabic, which has a role in the acquisition of 
the English article system? In order to ascertain a probable explanation for the above 
questions, the following part of this study will analyze and classify errors found in English 
composition by Libyan learners in relation to the English article system. This will provide 
information for researchers and teachers and assist in understanding the causes of errors. 
The following sections of the chapter present the following research goals: (1) To identify and 
analyse the kinds of errors Libyan students make in the use of articles, (2) To find out which 
article use will prove to be overused/underused by Libyan learners during the learning process, 
and (3) to determine the reasons behind the difficulty in learning the English article. 
In accordance with the first research question, the types of errors made by 90 first-year 
students enrolled in the English department at the Faculty of Arts, Garyounis University were 
classified. The results of the types of errors are presented in accordance with the two tasks 
used in this study: results of the types of errors of the multiple choice task and of the 
composition task.  They are produced below: 
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5.4. Types of Article Errors of the Multiple Choice Task 
The following sections are presented as follows: description of errors and types of errors with 
regard to the Surface Structure Taxonomy (SST) of errors which Libyan students made in this 
study, namely, omission, unnecessary insertion and confusion. 
5.4.1 Description of Errors 
The superficial structure taxonomy of errors can be divided into three main categories adapted 
from Tomiyana (1980), Wang (2010) and Ratchanee (2011). The categories are (1) Omission, 
(2) Unnecessary insertion and (3) Confusion.  The present study adds sub-categories to each 
category and there were nine types of errors made by Libyan learners which are, as follows: 
Omission errors: 
1. Omission of the indefinite article, 
2. Omission  of the definite article, 
Unnecessary insertion errors (Overgeneralization): 
3. Using the indefinite article (a/an) with unmarked plural, 
4. Using the indefinite article (a/an) with marked plural, 
5. Using the indefinite article (a/an) with uncountable nouns, 
6. Using the indefinite article(a/an) with adjectives, 
Confusion errors: 
7. Substituting the indefinite article (a/an) for the definite article, 
8. Substituting  the definite article (the) for the indefinite article, and 
9. Substituting a for an.  
The details of these types are presented below. 
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5.4.1.1Omission of Articles 
Omission of articles means that a certain blank is filled with Ø by participants, although the 
indefinite article a/an or the definite article the is required (Alsulmi 2010). The examples 
below demonstrate this: 
She has long face. 
I woke up late in morning. 
She has extra job. 
The total number of errors of omission is summed up according to their group number. 
Table 5.16The Total Number of Errors Instances of Omission of Articles 
Category TEI DT CG 
Pre Post1 Post2 Pre Post1 Post2 Pre Post1 Post2 
Omission of a/an 93 81 77 102 38 38 106 95 99 
% 31 38 36 34 18 18 35 44 46 
Omission of the 77 69 75 80 32 39 82 87 89 
% 32 37 37 33 17 19 34 47 44 
 
 
 
The above table (Table 5.16) presents the number of errors and the percentage each group 
gained in the pre-test, post-test 1 and post-test 2. The percentage of errors was obtained by 
dividing the number of errors in each group by the sum of all errors in each test (i.e. pre-test, 
post-test 1 and post-test 2). For example, the total number of errors in the pre-test was 301, and 
the TEI group made 93 errors in the pre-test. Therefore, 93 is divided by 301 x 100 and the 
percentage is 31%.  It can be noted that the performance of the DT group is ranked first; the 
TEI group is ranked second and the CG third. The errors in the DT group decreased 
considerably in post-test 1 and post-test 2.  
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5.4.1.1.1 Omission of a/an 
The results of the multiple choice task showed that the errors of omission of a/an were more 
common than the omission of the. Regarding the TEI group, Table 5.16 shows that the 
frequency of errors of this group in post-test 1 and post-test 2 decreased slightly. However, the 
results of the DT group indicate that the errors in this group reduced noticeably from the pre-
test to post-test 1 and post-test 2. The case with the CG was entirely different from that of the 
TEI and DT groups. Although this group’s errors decreased in post-test 1 and post-test 2 than 
pre-test, the errors increased slightly in post-test 2 than post-test 1.  
5.4.1.1.2 Omission of the 
 
The results were as follows: 
For the TEI group, the errors decreased slightly in post-test 1 and post-test 2 than the pre-test. 
The errors in the DT group decreased considerably in post-test 1 and post-test 2. The 
frequency of errors in the CG increased slightly in post-test 1 and post-test 2. (See Table 5.16) 
5.4.1.2 Unnecessary Insertion of Articles (Overuse) 
Unnecessary insertion of articles refers to cases in which a certain blank is filled with the 
definite article or the indefinite article, however, the blank requires the zero article. The 
examples below demonstrate this: 
The last week I stayed in the home. 
She is a nice. 
I played a football. 
She has a long hair. 
I like a children. 
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The following table (Table 5.17) shows the total number of unnecessary insertion of articles 
each group made in the three tests. 
Table 5.17 Unnecessary Insertion of Articles 
 
Category 
TEI DT CG 
Pre Post1 Post2 Pre Post1 Post2 Pre Post1 Post2 
Unnecessary 
insertion of a/an 69 75 78 98 48 52 98 96 100 
% 54 57 62 59 63 62 60 61 61 
Unnecessary 
insertion of the 58 57 48 69 28 32 66 62 65 
% 46 43 38 41 36 38 40 39 39 
 
The above table (Table 5.17) presents the number of errors and the percentages each group 
gained in the pre-test, post-test 1 and post-test 2. The errors of the multiple choice task show 
that the errors of unnecessary insertion of a/an were greater than the errors of unnecessary 
insertion of the in the three groups. More details are presented in the following sections. 
5.4.1.2.1 Unnecessary Insertion of a/an (Overuse of a/an) 
Most errors of this kind were due to the use of the indefinite article with uncountable nouns 
which require the use of the zero article. Moreover, nouns that can be countable and 
uncountable may cause such errors. The example below demonstrates this as follows: 
There is a major problem with ______________nowadays. 
      a) a crime            b) the crime          c) crime 
 
The word ‘crime’ could be both countable (to refer to something against the law) and 
uncountable (to refer to an illegal behaviour in general). In such situations, students may 
become confused and be unable to decide which reference applies to the word.   
The results of the multiple choice task in Table 5.17 were different from those of the 
composition task (it will be discussed later). The former revealed that the errors of the TEI 
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group and CG increased slightly from pre-test to post-test 2. Nevertheless, the DT group 
performed better in post-test 1 and post-test 2.  
5.4.1.2.2 Unnecessary Insertion of the (Overuse of the) 
This kind of error, (overuse of the) was less frequent than with a/an in all groups. Learners 
tended to use the definite article in situations which require Ø. The DT group outperformed the 
TEI group, which in turn did better than the CG.  
5.4.1.3 Confusion 
This type of error refers to the confusion between the and a/an. The examples below 
demonstrate this: 
After a hour , I went to bed. 
It was an quiet beautiful time. 
She wear the scarf. 
He has the big body. 
In an evening I watch TV. 
It was a best weekend. 
Table 5.18 shows the total number of confusion errors of each group in the three tests. 
Table 5.18 Frequency of Errors of Confusion in the Three Groups 
Category  TEI DT CG 
 
A/AN instead of the 
Pre 
49 
Post1 
64 
Post2 
61 
Pre 
57 
Post1 
36 
Post2 
39 
Pre 
48 
Post1 
69 
Post2 
70 
% 32 38 36 37 21 23 31 40 41 
The instead of a/an 12 17 20 21 9 12 19 22 27 
% 23 35 34 40 19 20 37 46 46 
A instead of an 17 21 22 24 7 9 19 17 25 
% 28 47 39 40 16 16 32 38 45 
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5.4.1.3.1 Using a/an Instead of the 
As shown in Table 5.18, the examples of misusing a/an to replace the are far more than those 
for misuse of the when the gap actually requires a/an. The table shows that the DT performed 
better than the TEI group, which in turn outperformed the CG. Moreover, these kinds of errors 
increased in both the TEI group and the CG. It is evident that the DT group achieved a 
relatively high accuracy rate as regards using a/an immediately after the instruction and 6 
months afterwards. This indicates that the explicit teaching strategy, which was used with this 
group, was helpful in converting their explicit knowledge to implicit knowledge.  
5.4.1.3.2 Using the Instead of a/an 
 Group DT made the fewest errors in post-test 1 and post-test 2. However, the TEI group and 
the CG increased their errors slightly in post-test 1 and post-test 2.  
5.4.1.3.3 Using a Instead of an, or an instead of a 
This type of error occurred in situations that require a and the students replaced it with an or 
vice versa. For example, in the sentence:  
My friend is ________ person. 
 a) honest         b) an honest           c)a honest 
 
Most students answered it with a instead of an. This could be attributed to the fact that 
students become confused due to a phonetic source. The adjective honest starts with a 
consonant letter, but is silent and the letter which follows is a vowel. Such words require an 
since the first letter is silent.  With respect to the performance of the three groups, Table 5.18 
shows that the DT group outperformed the other two. The primary cause of the incorrect 
selection of a for an, or an for a is obviously of intralingual origin. 
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The above sections explain the types of errors of the multiple choice task and the errors made 
by students in terms of the kinds of errors and their frequency. It is interesting to compare the 
types of errors of the multiple choice task with those of the composition task to determine the 
differences between the kinds of errors in the two tasks, i.e., what type of article error is the 
most common and hence, might be difficult to acquire. The following section presents the 
results of the errors of the composition task. 
5.5 Types of Article Errors of the Composition Task 
5.5.1 Omission of Articles 
The total number of errors of omission is summed up according to their group number. 
Table 5.19The Total Number of Errors of Omission of Articles 
Group 
 TEI  
DT CG 
Test Pre Post1 Post2 Pre Post1 Post2 Pre Post1 Post2 
No. of errors 107 108 107 111 39 46 113 114 121 
% 32 41 39 34 15 17 34 44 44 
 
 
 
The above table shows the number of errors and the percentages each group made in pre-test, 
post-test 1 and post-test 2. It can be noted that the performance of the TEI group was virtually 
the same in the three tests, and that the CG made more errors in post-test 1 and post-test 2. 
However, the errors of the DT group decreased considerably in post-test 1 and post-test 2. Put 
another way, compared with the TEI group and the CG, the DT group made the fewest errors 
in post-test 1 (39) and post-test 2 (46), which are fewer than the errors of the other two groups. 
The reason could be due to the fact that the participants from the DT group were more familiar 
with the test format as they would have been completing similar exercises during the 
procedure. 
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Errors of omission were of two types: omission of the indefinite article a/an and omission of 
the definite article the. The following table presents more details in relation to each group’s 
types, frequencies and percentage of errors. The frequency and percentage of types of errors 
were obtained by looking at the number of contexts in which a particular article is required and 
then computing errors and their proportions raised. The percentage of errors was achieved by 
dividing the number of errors by the total number of answers x 100 i.e. Wrong answers ÷ 
(wrong +correct answers) x 100= percentage % 
Table 5.20 The Most Frequent Article Errors in Each Test 
Category TEI DT CG 
Pre Post1 Post2 Pre Post1 Post2 Pre Post1 Post2 
Omission of a/an 85 82 81 83 34 37 87 84 93 
% 56 51 52 53 28 28 54 52 55 
Omission of the 22 26 26 28 5 9 26 30 28 
% 27 29   29 31 9 10 26 28 29 
 
 
5.5.1.1 Omission of a/an 
   Similar to the results of the multiple choice task, the results of the composition task showed 
that the errors of omission of a/an were more common than the omission of the. Regarding the 
TEI group, Table 5.20 shows that the students omitted the indefinite article considerably more 
than the definite article. The frequency of errors of this group in post-test 1 and post-test 2 was 
almost the same and from pre-test to post-test 2 the errors decreased slightly. However, the 
results of the DT group showed that the errors of this group had been notably reduced from the 
pre-test to post-test 1 and post-test 2. The case with the CG was entirely different from that of 
the TEI and DT groups. Although this group’s errors decreased in post-test 1, they increased 
slightly in post-test 2. 
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5.5.1.2 Omission of the 
Interestingly, the results of this kind of errors were less than those of the multiple choice task. 
The results of these kinds of errors are as follows: 
With regards to the TEI group, Table 5.20 showed that the frequency of errors increased 
slightly in post-test 1 and post-test 2. The errors of the DT group decreased greatly in post-test 
1 and post-test 2. The errors in the CG increased in post-test1 and decreased slightly in post-
test 2. 
5.5.2 Unnecessary Insertion of Articles (Overuse) 
The following table (Table 5.21) shows the total number of unnecessary insertion of articles 
each group made in the three tests. 
Table 5.21 Unnecessary Insertion of Articles 
Category TEI DT CG 
Pre Post1 Post2 Pre Post1 Post2 Pre Post1 Post2 
Unnecessary insertion 
of a/an 76 74 72 84 51 40 77 75 73 
Percentage % 38 44 40 39 57 53 39 39 38 
Unnecessary insertion 
of the 123 117 109 127 17 21 119 115 117 
Percentage % 61 70 61 60 19 28 61 60 61 
Total  199 167 180 211 89 75 196 193 192 
 
Table 5.21 showed the number of errors each group committed in the pre-test, post-test1 and 
post-test 2 and that the errors of unnecessary insertion of the were greater than the errors of 
unnecessary insertion of a/an in the TEI group and CG.  
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5.5.2.1 Unnecessary Insertion of a/an (Overuse of a/an) 
Errors in the use of the indefinite article with unmarked plural, (e.g. people and children), 
adjectives and with uncountable nouns, (information, hair) were used with high frequency in 
all groups in the pre-test. The results of the TEI group demonstrated that the errors reduced 
very slightly from pre-test to post-test 2. Nevertheless, the DT group performed better in post-
test 1 and post-test 2. Moreover, the case with the CG was similar to that of TEI group with 
their errors slightly reduced from the pre-test to post-test 2.  
5.5.2.2 Unnecessary Insertion of the (Overuse of the) 
This kind of error was the most frequent in all groups. Learners tended to use the definite 
article in situations which require Ø. Although the TEI group and CG reduced these kinds of 
errors in post-test1 and post-test 2, the DT group outperformed them notably. Table 5.21 
showed that errors in the DT group decreased remarkably in post-test 1 and post-test 2. 
5.5.3 Confusion 
Table 5.22 shows the total number of confusion errors of each group in the three tests. 
Table 5.22 The Total Number of Confusion Errors in the Three Tests 
Category TEI 
 
DT CG 
Pre Post1 Post2 Pre Post1 Post2 Pre Post1 Post2 
A/an instead of the 19 15 18 28 7 6 22 26 24 
% 28 32 33 41 15 11 32 55 44 
The instead of a/an 10 11 9 12 4 4 9 7 9 
% 32 69 50 39 25 22 29 44 50 
A instead of an 5 4 4 3 1 2 2 5 3 
% 50 40 44 30 10 22 20 50 33 
 
 
5.5.3.1 Using a/an Instead of the 
As shown in Table 5.22 in the three groups, examples of misusing a/an to replace the are far 
more than those of misuse of the when the gap actually requires a/an. The performance of the 
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TEI group indicates that this group improved very slightly after 6 months of instruction. 
However, the performance of the DT group improved considerably and achieved a relatively 
high accuracy rate in using a/an immediately after the instruction and 6 months afterwards. As 
for the CG, their errors increased slightly in post-tests 1 & 2 than in the pre-test. 
5.5.3.2 Using the Instead of a/an 
There were few errors of this type in the three groups. The DT group made the fewest errors in 
post-test 1 and post-test 2, whilst the TEI group and CG produced almost similar results in the 
three tests. 
5.5.3.3 Using a Instead of an, or an instead of a 
This type of error was made the least in this study. Table 5.22 showed that the performance of 
the DT group outperformed the other two. The primary cause of the wrong selection of a for 
an, or an for a is obviously of intralingual origin.  
In addition, as mentioned earlier in this chapter, this study also aims to: determine which 
article use will prove to be more problematic (overused/ underused) for Libyan learners during 
the learning process. Based on the evaluation of the results of this study, the article use that 
might be challenging for Libyan learners is presented in the next section. 
5.6The Article that Might be Problematic for Libyan Learners 
 To determine which type of article error might be overused/ underused, the errors in both 
tasks had been counted in the three tests of the three groups. The results are shown in Table 
5.23. Errors in the following table are arranged from the most frequent source to the least. 
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Table 5.23 TheFrequency of Errors Arranged from the Most Problematic to the Least 
Type of Error Pre-test Post-test1 Post-test2 Total 
Omission of a/an 556 414 425 1395 
Unnecessary insertion of a/an 502 419 415 1336 
Unnecessary insertion of the 562 369 392 1323 
Omission of the 315 246 226 787 
A instead of the 223 217 218 658 
The instead of a/an 83 70 81 234 
A instead of an 70 55 65 190 
 
Figure 5.3 The Frequency of Errors in the Three Groups 
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As shown in Table 5.23 and figure 5.3, the omission of the indefinite article a/an was the most 
frequent error category in this study (1395). This indicates that the acquisition of the indefinite 
article seems to be problematic and might not be easily acquired by Libyan learners. Although 
the improvement in performance was better in post-tests 1 & 2 than in the pre-test, errors of 
this type were challenged in post-tests 1 & 2. This means that the instruction strategies used in 
teaching the English article seem to have made little difference. Interestingly, the unnecessary 
insertion of the indefinite article is ranked the second problematic (overuse) aspect to be 
acquired. That is, the participants in this study either considerably added the indefinite article 
in situations where it should be absent especially with uncountable nouns or omitted it 
(underuse) in situations that require its presence. This fact is supported by the contrastive 
analysis hypothesis (see chapter 3), which predicts that Libyan learners of English might 
overuse the indefinite article in situations that require its absence or overuse it in situations that 
require its presence. The next chapter will discuss the extent of matching these predictions 
with the results. 
A summary of the comparison between the types of errors of the three groups in the two tasks 
is shown in the following table (Table 5.24). 
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Note:      MCT = Multiple Choice Task        CT= Composition task 
 
 
 
 
 
 
Table 5.24 Summary of the Comparison Between the Types of Errors of the Three Groups in the Two Tasks 
Type of Error MCT CT 
 
Omission of a/an 
Pre % Post1 % Post2 % Pre % Post1 % Post2 % 
301 24 214 21 214 20 255 24 200 25 211 27 
Omission of the 239 19 185 18 203 19 76 7 61 8 63 8 
Unnecessary 
insertion of a/an 265 21 219 21 230 21 237 23 200 25 185 24 
Unnecessary 
insertion of the 193 15 147 14 145 13 369 35 249 32 247 31 
A/an instead of the 154 12 169 16 170 16 69 7 48 6 48 6 
The instead of a/an 52 4 48 5 59 5 31 3 22 3 22 3 
A instead of an 60 5 45 4 56 5 10 1 10 1 9 1 
Frequency of Errors of   CT 
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Figure 5.4 Summary of the Frequency of Errors of MCT and CT 
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As shown in Table 5.24 in the composition task, errors of omission of a/an decreased in post-
test 1 and compared with errors of post-test1, in post-test 2, errors increased slightly. Errors of 
omission of the decreased greatly in post-test 1 and compared with post-test 1, errors increased 
slightly in post-test 2. Regarding the unnecessary insertion of a/an, the errors decreased in 
post-test1 and post-test 2. It can be observed that errors in the unnecessary insertion of the 
decreased in post-test 1 and post-test 2. Errors in the use of a/an instead of the, errors in the 
use of the instead of a/an decreased in post-test 1 and post-test 2. Errors in the use of a instead 
of an decreased slightly in post-test2. 
 
However, with regards to the multiple choice task, errors of omission of a/an and omission of 
the decreased in post-test 1 and post-test 2. Unnecessary insertion of a/an and the also 
decreased in post-test1 and post-test 2. Unlike in the composition task the errors in the use of 
a/an instead of the increased in post-test 1 and post-test 2. Errors in the use of the instead of 
a/an decreased in post-test 1 and increased in post-test 2. Errors in the use of a instead of an 
decreased in post-tests 1 & 2 as opposed to the pre-test. 
The above mentioned sections showed the errors made by students in this study and based on 
the errors, the area of  the article  system  that might be problematic is shown. However, it is 
necessary to recognize the correct uses of the article system in order to determine how many 
times they used the for the, a for a and Ø for Ø. This procedure assists in relation to comparing 
what was predicted previously in chapter 3 regarding the Contrastive Analysis Hypothesis.  
The following tables reveal the frequency of the correct answers for each group in the three 
tests. 
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Table 5.25 Frequency of Correct Answers of Group TEI During the Three Tests 
TEI The / The A(an)/ A(an)          Ø / Ø                                               Total
Pre-test: Ø >a > the 40 22% 52 28% 92 50% 184 
Post-test1: A >the > Ø 79 31% 96 38% 78 31% 253 
Post-test2: The > Ø > a 72 40% 48 26% 62 34% 182 
 
Table 5.26 Frequency of Correct Answers of Group DT During the Three Tests 
DT The / The A(an)/ A(an) Ø / Ø Total 
Pre-test: a>Ø > the 44 26% 67 40% 57 34% 168 
Post-test 1:  a> Ø > the 91 29% 120 39% 98 32% 309 
Post-test 2: Ø > a > 
the 
89 27% 101 31% 138 42% 328 
 
Table 5.27 Frequency of Correct Answers of Group CG During the Three Tests 
CG The / The A(an)/ A(an) Ø / Ø Total 
Pre-test: a>the > Ø 63 37% 64 38% 42 25% 169 
Post-test 1: The > a= Ø 59 35% 55 33% 55 33% 169 
 Post-test 2: The>a> Ø 60 36% 56 34% 49 30% 165 
 
As shown in table 5.25, for the TEI group, the use of the zero article attained the highest 
frequency level in the pre-test, the use of the indefinite article achieved the highest frequency 
level in post-test 1 and the use of the definite article attained the highest frequency level in 
post-test 2. 
However, for the DT group (Table 5.26), the use of the indefinite article attained the highest 
frequency level in the pre-test and post-test 1, and the use of the zero article realized the 
highest frequency level in post-test 2. 
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For the CG (Table 5.27), the use of the indefinite article attained the highest frequency level in 
the pre-test; the use of the definite article achieved the highest frequency level in post-test 1 
and post-test 2. 
It can be noted that the TEI and DT groups have similar findings with regards to the use of the 
indefinite article. Both groups achieved the highest frequency level in post-test 1. The DT 
group and the CG also obtained similar results concerning the use of the indefinite article. 
Both groups attained the highest frequency level in the pre-test. Moreover, the TEI group and 
the CG achieved similar results with respect to the use of the definite article in post-test 2. 
Both attained the highest frequency level in the use of the definite article.  
Table 5.28 Summary of the Frequency of the Correct Answers in the Three Groups 
TEI+ DT+ CG The for the A(an) for a(an) Ø for Ø 
Pre-test   147 183 191 
Post-test 1 224 271 231 
Post-test 2 221 199 249 
Total  597 659 671 
 
Table 5.28 showed that the use of the definite article received the lowest frequency amount in 
the pre-test and the use of the indefinite article received the lowest frequency amount in the 
pre-test. These frequencies are compared with what was predicted in chapter three regarding 
the CAH. In addition, both errors and the correct uses of the article system are needed, in order 
to compare them with what was previously determined in the texts used in this study (See 
chapter 3). Further discussion is presented in the next chapter. 
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5.7 Explanation of Errors 
The English article system is problematic for most L2 learners regardless of their native 
language, even for advanced learners who have learned other grammatical features perfectly 
(Master, 2002). In the literature, some facts are given in relation to the challenges faced in this 
area of grammar.  
First of all, according to Master (2002), one of the difficulties in the article system is that the 
article system is multifunctional. It stacks multiple functions onto one morpheme leading to a 
complexity for learners. Moreover, Master (1997, p. 332) states that amongst the frequent 
occurring function words in English are the English article words, causing “continuous rule 
application to be difficult over an extended stretch of discourse.”  
 
According to Chang (1987), the violation of rules which takes place in some idiomatic phrases 
and proper nouns may add to the difficulty with the English article system. In addition, a 
number of linguists (e.g. Sinclair, 1991 and Al-Saidat, 2011) reported that the difficulty of the 
article system for L2 learners may result from the negative transfer from the learners’ native 
language.  
 
Finally, although learners may be aware of the rules of the English article system, they may 
not be able to apply the rules because of insufficient response time in actual communications. 
This suggestion may be a possible cause of the inconsistency found between learners’ 
knowledge and act of the use of articles. 
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The above-mentioned complications are general for all L2 learners regardless of their native 
language. This study adds a further difficulty and explanations for the making of errors and the 
details are presented below. 
5.7.1 Explanation of a/an Omission Errors 
Tables 5.16 and 5.20 showed that a considerable number of Libyan students made omission 
errors of a/an whose use is required with singular countable nouns that entail the use of the 
indefinite article in English. This means that students show indefiniteness by not using an 
article at all.  
For some reason, it is difficult to provide an absolute reason for learners’ errors. First, it is not 
easy to read the learner’s mind to recognize the cause behind errors unless an interview or 
response-comment is involved. Even in the case of an interview or response-comment a 
student sometimes has tacit knowledge about some grammatical rules where he/she knows the 
correct answer, but is unable to identify the reason behind it. Second, some errors can be 
ascribed to multiple sources (this will be explained in the next chapter), however, omission 
errors of a/an may be attributed to some sources, the most obvious of which could be first 
language transfer (i.e. interlingual interference from the native language). This result is in line 
with a number of results of other studies (e.g. Swan and Smith, 2001; Mourtage, 2004; 
Bataineh, 2005; and Al-haysony, 2012). Moreover, the target language simplification could 
also lead learners to make errors in their use of the article system. More details about the 
causes of such errors will be explained in the next chapter. 
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5.7.2 Explanation of Errors of Omission of the 
Omission of the was less than in the omission of a/an. This result may not be attributed to the 
learners’ first language because Arabic has a definite article and the learners omitted it in the 
situations that require its presence in both languages. The most likely explanation for errors of 
this kind is due to intralingual interference. This means that learners made errors within the 
same language. This result was based on the fact that there are some nouns which require the 
use of al- in Arabic and the in English, but the students use the zero article instead. 
5.7.3 Explanation of Errors of Unnecessary Insertion of a/an 
Although learners omitted the indefinite article in obligatory situations, they overused it in 
situations that did not require its presence. Such an error cannot be attributed to learners’ first 
language for Arabic does not have its equivalent. Learners’ overuse of the indefinite article is 
an intralingual influence which could be attributed to the fact that they use a/an with 
uncountable nouns on the grounds of structural similarity to the singular countable nouns, or 
they overuse a/an in order to avoid deletion and for fear of making errors. Furthermore, they 
may overuse a because of the fact that the indefinite article a is more frequent than an in 
English. This overuse of a reveals that the learners were overgeneralizing and probably under 
the impact of the transfer of training7. 
Moreover, learners’ use of a/an with adjectives, (e.g. She is a beautiful) can be attributed to the 
reason that they recognize the presence of an English structure in which the adjective is the 
head of a noun phrase. Learners may use a/an in places where they are not required because 
they may think that the adjective functions as the head of a noun phrase; however, it is used in 
the same way as a noun.  
                                                           
7  Transfer of training refers to special emphasis in the input made by textbooks or instructors. 
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5.7.4 Explanation of Errors of Unnecessary Insertion of the 
Tables 5.17, 5.21 reveal that, for Libyan learners, the most common problem tends to be the 
use of the definite article (overuse) where the zero article is required. Learners misused the 
zero article and considerably overused the definite article instead. Learners overused the 
definite article the with plural nouns in the target language regardless of the distinction 
between generic and specific. Sentences like the people are very kind and she likes the 
children were used frequently.  
5.7.5 Explanation of Using a/an Instead of the 
This kind of error can be explained as an intralingual error due to the fact that Arabic does not 
have an indefinite article. Such errors occur because learners may keep in their minds the 
grammatical suggestion that the initial word of the sentence is an indicator that the phrase must 
be preceded by indefiniteness. This thought could be concluded from the use ‘Anaphoric 
reference’ (See section 3.7).  
5.7.6 Explanation of Using a Instead of an 
This kind of error occurred in few cases in the two tasks. The use of a instead of an occurred in 
phrases which require an where the first letter is silent and followed by a vowel. For instance, 
the phrase an hour ago was written as *a hour ago in most cases. However, the use of an 
instead of a was very rare. The reason for the use of a instead of an can be attributed to the 
students’ lack of knowledge of the words in which the first letters are silent. For instance, in 
this study there were some words in which the first letter was not silent, but the students used 
an instead of a because they were unaware that this letter was not silent, (e.g. I went to an 
hotel). Moreover, the use of a instead of an occurred in places where the use of the indefinite 
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article depends on phonetic rules. For example, the phrase an MA in Italian literature was 
written frequently as a MA in Italian literature. 
5.8 Sources of Errors 
From what has been previously reported, it can be noted that the English article poses a 
problem for Libyan learners of English. The goal of this study was to investigate the causes 
behind such difficulty. It was established that the sources of the errors committed in this study 
were due to: interlingual interference from the native language and intralingual interference 
within the same language (i.e. English). These sources seem to be the causes of the erroneous 
selection of the article system. The intralingual errors may include: 
 Omission of the definite article,  
 Using the indefinite article (a/an) with unmarked plural,  
 Using the indefinite article (a/an) with marked plural,  
 Using the indefinite article (a/an) with uncountable nouns,  
 Using the indefinite article (a/an) with adjectives, 
 Substituting the indefinite article (a/an) for the definite article,  
 Substituting a for an.  
 Omission of the indefinite article (a/an), and  
 Substituting the definite article (the) for the indefinite article (a/an). 
Interlingual errors may include:  
 Omission of the indefinite article (a/an), and  
 Substituting the definite article (the) for the indefinite article (a/an).  
All in all, the results revealed that the English article system is problematic for Libyan 
students. Moreover, they presented the types of errors committed in this study and 
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furthermore, which type of article use could be problematic in terms of overuse and underuse. 
The sources of these errors are also indicated.  The question that needs to be asked is why there 
was an improvement in one group compared to another. Put another way, as the students’ level 
of proficiency was similar before conducting the treatment, why did the results show one 
group outperforming the others. Did the teaching strategy used to teach each group have an 
effect on such an improvement? Can students benefit more from using a specific teaching 
strategy, (explicit or implicit) that assists them to acquire a language and converts their explicit 
knowledge into implicit one? The answers to these questions are presented below. 
5.9 The Effect of Teaching Strategies in the Process of Learning 
As mentioned earlier in the previous chapters, three different teaching strategies were used in 
this study to teach the English article system to three groups of first year Libyan students at the 
University of Garyounis. The TEI group received an implicit teaching strategy, (i.e. textual 
enhanced input), the DT group was instructed using an explicit teaching strategy, (deductive 
teaching), and the CG (the control group) received communicative teaching, (exposure to 
language through reading texts). With regards to the use of the article system appropriately, the 
results revealed that the DT group performed better than the TEI group, which in turn 
outperformed the CG, (i.e. from a high accuracy to a low accuracy:  DT > TEI>CG). It can be 
concluded that the use of a certain teaching strategy may help to overcome learners’ problems.  
The outstanding performances of the DT group provide practical confirmation of the 
possibility of Master’s (1997) pedagogical framework, in which he suggested that more 
cognitive habits of teaching can be exploited in relation to the English article system 
instruction to learners at the intermediate level of proficiency.  Implementing the article system 
instruction is, definitely, helpful to intermediate-level learners. As a result, this study has 
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yielded two crucial results. First, the two experimental groups, (TEI and DT), both were 
instructed through systematic 8article instruction in two different teaching strategies, which 
developed their use of the article system by the end of the teaching phase. Although the 
performances of the two groups regressed in post-test 2, their performances in post-test 2 were 
better than their performances in the pre-test. This means that the improvement remained until 
6 months after the teaching. Nevertheless, the control group demonstrated almost consistent 
growth. Second, despite the effectiveness of the instruction as shown by the three groups, the 
DT group, (deductive teaching) significantly outperformed the TEI group, (the enhanced input 
strategy), whose improvement was better than that of the CG. These results indicate that the 
English article system should be taught to L2 learners in a systematic way. These results 
concur with a number of studies which believe that formal instruction has a positive effect on 
learners of L2. 
The next chapter devotes a discussion of the results from this study with regards to earlier 
studies and a more broad issue concerning causes of errors, grammar teaching, or form-
focused instruction9, and pedagogical implications as suggested by this study.  
5.10 Summary of the Chapter 
This chapter presented the findings of the study. It showed the statistical results of two tasks 
used in this study, namely, a multiple choice task and a composition task. The SPSS showed 
that the DT group outperformed the TEI group, which in turn performed better than the CG. 
                                                           
8Systematic article instruction means formal teaching, or form-focused instruction on the article system and 
regular attention to the system during the period of teaching. 
9 Doughty and Williams (1998) used the term form-focused instruction for both FoF and FofS- focused 
instruction. 
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Moreover, this chapter revealed the types of errors committed in this study. There were three 
main categories that had sub-categories.  
In the multiple choice task, the most frequent type of error was the omission of a/an followed 
by the unnecessary insertion of a/an. However, in the composition task, the most frequent type 
of error was that of the unnecessary insertion of a/an followed by the unnecessary insertion of 
the. These results indicate that Libyan learners may face difficulties in acquiring the indefinite 
article a/an and the zero article Ø. This difficulty in acquiring the zero article derives from the 
fact that the students overused the definite article the in situations that require the use of the 
zero article, especially where the use of the generic senses requires the use of the zero article.  
Furthermore, this chapter showed the sources and reasons for such errors that can be attributed 
to interlingual and intralingual origins. 
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Chapter Six 
Discussion 
6.0 Introduction 
Essentially, this chapter will elucidate the following:  
1. As mentioned earlier in chapter three of this study, the CAH was adopted to compare 
English and Arabic in terms of the English article systems and that the comparison 
resulted in 12 predictions of errors that Libyan learners may make. Chapter five 
presented the results and the types of errors Libyan students made in this study. 
Consequently, this chapter compares the results of chapter five with what was 
predicted in chapter three through the Contrastive Analysis Hypothesis (CAH) and 
with the results of the analysis. The predictions will be evaluated.  
2. It presents more facts concerning the causes of errors, scores of the students’ errors, 
and the effectiveness of two teaching strategies, (explicit and implicit) regarding the 
use of the English article system as it is the focus of this study.  
3. The three teaching strategies applied in this study were used, in order to determine 
which one assists Libyan learners to use the English article system appropriately. It is 
necessary, however, to consider the bigger picture with regards to the effectiveness of 
teaching strategies in other aspects than the English article system. A look at other 
aspects, which students have learnt, is also crucial. In order to undertake this, two 
measurement methods were used to measure the grammatical development and lexical 
diversity of the students’ writings. The T-unit was used to measure the grammatical 
development and type-token ratio (TTR) so as to determine how many different words 
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are used in a text. Finally, the chapter ends with a summary of the chapter, pedagogical 
implications, suggestions for further research and the conclusion.  
 
The following section is a comparison of the CAH predictions with the results of 
chapter five. Put another way, this study sought to establish the problems Libyan 
students may experience in using the English article system. The data of all 3 groups 
and all three tests in this study were then used to counteract such problems: the results 
of the two types of tasks are presented to show which task the students performed 
better at. 
6.1 The Contrastive Analysis Hypothesis 
The contrastive analysis hypothesis somewhat succeeded to some extent in predicting errors 
made by Libyan learners in the use of the English article system. For example, in chapter 
three, there were 12 predictions of some difficulties that Libyan students might face when 
learning the English article system. The following section presents additional information 
regarding this.  
6.1.1 The Results of the Current Study vs. the Potential Difficulties 
Predicted in Chapter 3 
The Contrastive Analysis Hypothesis was adopted in chapter three in order to predict errors 
Libyan learners of English might make in this study. A summary of the predictions follows 
below. 
1. Omission  
               * Omission of a/an 
               * Omission of the 
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2. Unnecessary insertion 
                       * Unnecessary insertion of a/an 
*  Unnecessary insertion of the 
3. Confusion between a/an 
 
6.1.1.1 Omission of a/an and the 
 
6.1.1.1.1 Omission of a/an 
The first problem that was predicted in chapter three is the omission of the indefinite article 
a/an. The omission of a/an occurred with singular countable nouns. The examples below 
demonstrate this: 
1. He has shop and car. 
2. I spent long time. 
3. I went to restaurant. 
The examples above reveal that in the multiple choice task, (in the three tests), learners 
omitted the indefinite article in obligatory situations 62% of the time in the multiple choice 
task and 74% of the time in the composition task. This indicates that they chose the use of 
zero article Ø instead of a/an. The reason for omitting a/an in examples 2 & 5 could be due to 
the fact that learners might believe that such nouns are uncountable and hence, no article is 
needed. The reason for omitting a/an in the other examples may be because learners were 
affected by their first language which requires no article in such situations. The CAH argued 
that, because Arabic does not have an indefinite article, Libyan learners tend to omit it in 
obligatory situations. The learners involved in this study made this type of error and in fact, 
such an error was frequently made by the participants.   
 In line with the present study, the studies of Guella (2008), Stehle (2009) and Alhaysony 
(2012) showed that Arab learners, (the participants involved in their studies) tended to omit the 
indefinite article in obligatory situations. According to Stehle (2009, p. 48), “having only the 
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definite article in a learner’s L1 may make it harder for the learner to acquire an indefinite 
article in the L2”. In addition, some studies (e.g. Castillo, 2008; Ionin et al., 2008; Isabelli-
García and Slough, 2011) were conducted on L2 learners whose native languages have article 
systems (+ART), such as (Spanish, French and Italian) and have different language 
backgrounds other than Arabic. Their conclusions concurred with the results of this study and 
confirmed the effects of the learners’ first language on learning another language. Some of the 
results showed that L2 learners tend to use the definite article more often than the indefinite 
article. For instance, Isabelli-García and Slough (2011), who conducted a study on Spanish 
learners of English reported that the item most similar to L1 was the least difficult to acquire 
and the item which was very different was the most difficult. As with English, Spanish 
language has both definite and indefinite articles, the only difference being that in Spanish 
both masculine and feminine have different indefinite and definite distinctions10.11. 
Additionally, Spanish and English differ in certain places where definite and indefinite articles 
are used. In Spanish, indefinite articles are omitted before professions, thus, if this rule is 
transferred to English, the following errors will be the result: That man is fireman, She is 
teacher. As with Spanish, professions are not preceded by an article in Arabic, (e.g. She is 
English teacher “Heya Moalemat logha injelezeyah’ / he is dentist ‘Huwa Tabeeb isnaan”). 
Accordingly, learners might omit the indefinite article a/an when influenced by their first 
language. 
 
                                                           
10 English has only plural/ singular distinctions, plus vowel and consonant beginnings, whereas Spanish has 
plural/singular distinction/ masculine-feminine distinctions. For that reason, Spanish has a full set of number and 
gender form which includes the neuter. 
11 Although Spanish has an indefinite article, its use differs from the indefinite article in English (for more 
information read: Comparative Analysis of the Articles System in English and Spanish by Angela Castillo. 
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6.1.1.1.2 Omission of the 
Another error of omission was the omission of the in obligatory situations. The examples 
below demonstrate this: 
4. She is third girl. 
5. She is best friend. 
6. First thing I did was sleeping. 
 
The omission of the in obligatory situations in the three tests occurred with a percentage of 
34% in the multiple choice task and 31% in the composition task. It can be noted that the 
omission of a/an has a higher percentage than that of the omission of the in the two tasks, (the 
multiple choice task and the composition task). This result partially supports the prediction of 
the CAH, which predicted that Libyan learners of English tend to omit a/an more than the. 
Moreover, in order to ensure this result, a paired sample t-test was used to compare the 
percentages of the uses of the and a/an in the three tests. The results showed that there were 
significant differences between the two types of omission: t (89) = 14.920, p ˂0.001. 
Based on the CAH, learners omitted the in the above examples because they thought that 
English was similar to Arabic regarding the use of the with ordinal numbers and with 
superlative adjectives. In Arabic, a zero article is required with such structures, whereas in 
English there are some words, (such as first, next, last) whose meaning is related to uniqueness 
that require a definite article to precede them. (See section 3.7.1.6) 
However, although the CAH partially succeeded in predicting some errors, there are some 
predicted errors that occurred very rarely in this study. For instance, the CAH predicted that 
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Libyan learners of English tend to omit the definite article with superlative adjectives (in 
obligatory contexts). This kind of error occurred only 7 times with a percentage of 8% in the 
composition task. (7÷90x100)12 
7. He is best friend. (3 times) 
8. It was most important event 
9. It is most beautiful cities 
10. She is most caring mother 
11. I got highest scores 
 
Moreover, the CAH predicted that Libyan learners would omit the definite article with 
cataphoric reference to the (i.e. of phrase). Of phrases are the English equivalent of (IDaafa) in 
Arabic (Kharama, 1981).  Kharama (1981) conducted a study to analyse the errors committed 
by Arab University students in Kuwait. He demonstrated that using the English definite article 
with nouns predicting the of-phrase was problematical for the participants in his study and he 
attributed this to the interference of L1 due to the differing patterns of definiteness for the 
nouns in the genitive construction (IDaafa) in Arabic. In the present study, such an error 
occurred only 17 times throughout the test with a percentage of 24%. (17÷70 x 100) 
12. This is tradition of Libya. 
13. I went to farm of my uncle. 
14. I study at faculty of Arts. 
 
6.1.1.2 Unnecessary Insertion of a/an and the 
Another kind of error that was predicted by the CAH in chapter three is the unnecessary 
insertion of a/an and the. The unnecessary insertion of a/an occurred with a percentage of 
19% in the multiple choice task, (in all tests) and 30% in the composition task (in all tests). 
                                                           
127refers to the number of the wrong answers and 90 refers to the total uses of the definite article (the) with 
superlative adjectives. 
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The unnecessary insertion of the occurred with a percentage of 15% in the multiple choice 
task (in all tests) and 26% in the composition task (in all tests). The results show that the 
unnecessary insertion of the articles a/an and the is less frequent than the omission of a/an and 
the.  
Such a disparity could be attributed to the fact that omission errors are simplification errors, 
(hence more frequent) and insertion errors are complex errors. This kind of error (unnecessary 
insertion of a/an and the) takes place in situations where learners use the indefinite article with 
uncountable nouns, proper nouns, names of meals and cities that need no articles. The 
examples below demonstrate this: 
15. I like the meat. 
16. I stayed at the home. 
17. I went to the shopping. 
18. We had the dinner at 8:30. 
19. I visited the Morocco. 
20. I came home and I had a lunch. 
21. She has a nice charisma. 
22. She has a nice hair. 
23. She has a beautiful eyes. 
24. He has a big ears. 
 
Such errors could occur for several reasons. First of all, learners could be affected by their first 
language. They may think in Arabic and translate their thoughts into English. Second, it could 
be for intralingual reasons. For example, learners might use formulaic language (chunks) that 
might result in the making of errors. Formulaic language means that learners learned a group 
of words, (e.g. this is a…….) and start using it in situations that require or do not require its 
presence. Third, such errors can be attributed to an inaccurate application of rules due to a lack 
of understanding of how to use an article, or it could be ignorance of rules resulting in failure 
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to apply the rules for the use of an article. For instance, in the example “I like the Morocco”, 
the article ‘the’ should not be used before Morocco, as it requires no article. 
Although the CAH predicted such an error, this may be due to reasons other than the learners’ 
first language. For instance, the overuse of a/an with uncountable and plural nouns is 
potentially an intralingual error. This suggestion arises from the following facts: 
1. Libyan learners’ overuse of the indefinite article with uncountable nouns can be attributed to 
their lack of knowledge of some nouns and whether they were countable or not. 
2. Their overuse of a/an with plural nouns occurred with nouns that have two parts, (eyes, ears 
and lips). In this instance, learners may think that as they were describing one person, they 
treated them as singular nouns and used a/an. In other words, learners copy the same structures 
and over generalize the use of a/an with singular and plural nouns. 
6.1.1.3 Confusion between a/an 
The CAH predicted that Libyan learners might confuse a and an.  
25. He is a electrician. 
26. We spent a interesting time in the park. 
27. She has an nose. 
28. After a hour I left home. 
29.  She is a excellent cook. 
 
These errors occurred in few cases. Such an error cannot be attributed to only Arabic; it could 
be an intralingual error. One of the causes of such an error is learners’ lack of knowledge of 
phonetic rules. For example, as mentioned previously, the use of a instead of an occurred in 
situations in which the first letter of a noun was silent and the second letter was a vowel, but 
learners used a instead of an because they believed that the first letter was a consonant and 
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hence, the noun required a. In other words, there was widespread confusion amongst students 
regarding the rules and exceptions to the rules of article usage. 
What is more, it might be difficult to recognize the exact causes of errors made by L2 learners. 
In other words, what might cause the errors that L2 learners make in general and Libyan 
learners make in particular. The following section sheds light on what might cause such errors. 
6.2 The Sources of Errors 
The CAH, which was adopted in this study, showed that learners’ first language (interference) 
was the least repeated source of errors. Additionally, some errors that occurred within the 
target language (i.e. intralingual errors) were discovered in this study. The following sections 
discuss these sources. 
6.2.1 Causes of the English Article Errors Committed in this Study 
A part from first language interference, the target language may cause difficulties in using the 
English article system correctly. Interestingly, the present study showed that Libyan learners 
overused the indefinite article commonly in some situations and omitted it in obligatory 
situations before and after the treatment. The following sub-sections provide more 
explanations of the causes of the errors. 
6.2.1.1 The Effect of English Nouns 
In English, nouns can be countable, uncountable or both. These nouns require different ways 
of using them. For instance, countable nouns have plural forms which require determiners, 
whereas uncountable nouns do not have plural forms and usually do not need a determiner. As 
the English article system is one type of determiner, choosing which type of article to use is 
sometimes affected by the noun which the article is attached to. 
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 The Use of a/an with Uncountable Nouns and Plural Nouns 
In the three tests in this study, it was noticed that Libyan learners used a/an with uncountable 
nouns and plural nouns. The reason for such errors could be attributed to the fact that Libyan 
learners have difficulty in developing an insight into whether an English noun is countable or 
uncountable. Learners treated uncountable nouns as countable ones and over generalised the 
rule of using a/an before them, making an odd structure in some areas.  
Moreover, as mentioned earlier, learners’ use of a/an with plural nouns occurred with nouns 
that have two parts, (e.g. eyes, ears and hands). Learners probably used a/an with such nouns 
because they thought that a/an should be used given that they were describing one singular 
person. 
In addition, some English nouns, (e.g. time and crime) could be both countable (bounded) and 
uncountable (unbounded). A noun like glass, for instance, can be interpreted either as 
bounded, (i.e. She broke a glass) or unbounded, (i.e. this window is made of glass). These 
nouns could prevent learners from recognising whether the noun in a certain context is 
bounded or not. 
 The Use of the with Generic Nouns 
What is more, in some examples (e.g. I like __________Italian food very much), learners 
might understand that the existence of an adjective followed by a noun is a sign for using a 
definite article. Most participants used the definite article the to complete the example. The 
participants may develop a rule from this, considering that the word food is specific because it 
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is preceded by the expression Italian which narrows down the meaning of food. The phrase 
Italian food refers in the instance to the notion of Italian food in general. Consequently, the 
definite article should be left out to avoid an unexpected structure. 
From the above discussion it can be concluded that Libyan learners in some contexts might 
know the rule of using a/an but be unable to apply it because they sometimes were unable to 
identify which nouns to use in certain contexts. 
6.2.1.2 The Effect of Definiteness and Specificity 
Definiteness and indefiniteness are the features of noun phrases in contexts, and according to 
Hawkins et al. (2009, p. 16) “definiteness and indefiniteness are the only discourse-related 
features that underlie article choice.” 
Definite noun phrases can be specific and identifiable in a given context, whereas indefinite 
noun phrases are not specified and identified in context. The choice of article is affected by 
whether a noun phrase, which is in a context, is specific and identifiable or not. A definite 
noun phrase refers to a particular individual in a specific reference indicating that both the 
speaker and hearer are familiar with what is being talked about. An indefinite noun is a noun 
phrase which refers to an individual in a general reference indicating that the speaker does not 
identify things or people and the hearer does not know any detail about the thing or people. In 
other words, definiteness is associated with knowledge shared by the speaker and hearer (Ionin 
et al., 2004, p. 2).  Ionin et al. (2004, p.2) defined definiteness and specificity as: 
If a determiner phrase (DP) of the form is… 
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a. [+definite], then the speaker and hearer presuppose the existence of a unique individual in the set denoted by the 
NP. 
b. [+specific], then the speaker intends to refer to a unique individual in the set denoted by the NP and considers this 
individual to possess some noteworthy property. 
Moreover, definiteness and specificity of a noun phrase, (see sections 3.2 and 3.3) are usually 
related to its semantic function in a context, thus, they are usually used to explain the semantic 
effect of a context for the article choice. The feature [± definite] refers to whether both the 
speaker and hearer share knowledge of what is being talked about in their discourse. The 
feature [± specific] refers to whether the speaker specifies the noun being talked about or not. 
Therefore, there are four kinds of contexts for the noun phrase, which require different kinds 
of articles.  
Wong (2007, p. 215) revealed that the definite article the [+def] could be used in singular 
contexts as well as plural contexts regardless of [+spe] or [-spe] features, and a [-def] can be 
used only in singular contexts regardless of [+spe] or [-spe] features. Therefore, the first type 
[+def] [+spe] context only requires the definite article the. Some of the sentences from the 
multiple choice task used in the present study belong to this type.  
 I live in a house [-def, +spe] in a street [-def, +spe], the street [+def, +spe] is called ‘Bear 
Street’ and the house [+def, +spe] is beautiful but very old- more than 200 years old! 
 Could you turn off the light [+def, +spe] when you leave. 
a. Light            b. a light                  c. the light 
The first example shows that when house and street are first mentioned, there is no assumption 
of the unique house/street between the speaker and hearer, and only the speaker knows which 
house/street is being referred to, thus, it is a [-def, +spe] condition, and the indefinite article a 
is used in front of the singular forms of the countable nouns house/street. However, in the 
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second part of the sentence, house/street is mentioned for the second time, so the hearer is 
expected to know the existence of a unique house/street. In addition, the speaker identifies the 
specific house/street in which he/she lives, therefore, this is a [+def, +spe] condition and the 
definite article the is used. 
The second example requires the definite article the because both the speaker and hearer share 
mutual knowledge of the noun light which is being talked about. As regards this sentence, the 
percentage of errors made by learners was 60% in the pre-test, 57% in post-test 1 and 73% in 
post-test 2. Such responses reveal that all percentages before and after the treatment were not 
above chance13. This means that error rates were high before and after the treatment. This 
indicates that Libyan learners face difficulty in using the appropriate article when specificity is 
required. 
The above mentioned discussion shows that Libyan students have a problem in acquiring the 
English article system. As mentioned in the previous chapter, there was a disparity in the 
students' responses, whereby some students performed better than the others in being able to 
use the English article system appropriately. What caused these differences? What advantage 
does each group have compared to the others?  
As mentioned earlier, this study included three groups of students; each group was instructed 
using a different teaching strategy. Is it the teaching strategy that led to the improvement of 
one group by contrast to another in using the English article system? With regards to the 
performance of using the article system in each group, the results of the TEI group and the CG 
                                                           
13  1-49 = below chance 
    50-74= at chance 
    75-100 = above chance 
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indicate that the number of errors was reduced very slightly, whereas for the DT group, the 
errors were reduced considerably. 
However, it should be kept in mind that the use of a certain teaching strategy depends on what 
the desired goal is for using it. In other words, when a certain teaching strategy is used with a 
number of students, what benefit do those students acquire by using it? Since the participants 
in this study were taught using three different teaching strategies, consideration of how each 
group benefited from the specific teaching strategy assigned to it is required.  
6.3 The Present Study vs. the Effectiveness of form-Focused Instruction 
Three teaching strategies were used in this study to test which one would be the most 
appropriate method for teaching the English article system to Libyan learners of English at 
Garyounis University in Benghazi, Libya. These strategies are: an explicit deductive teaching 
strategy, an implicit textual enhanced input strategy and the control group which received 
teaching based on exposure to an amount of reading passages. After the treatment, it was 
established that the use of a certain teaching strategy may affect the performance of students 
compared with the others. 
6.3.1 The English article system and Systemic Form-Focused Instruction 
The findings of this study provide experimental evidence of the usefulness of Master’s (1997) 
pedagogical framework and demonstrate that the carrying out of article teaching is helpful to 
students whose level is classified as intermediate. Moreover, the present study supports the 
claim of Master (1994, p.6) in which he suggested that “the English article system is teachable 
through systematic instruction.” The results of this study propose that the English article 
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system could be consciously raised using formal and systematic instruction regardless of the 
linguistic complexity of the grammatical items. 
More notably, the present study is noteworthy in that it tested the longevity of the teaching 
effects after instruction, and considered that the effect of instruction may endure. The post-test 
2 was performed for the reason that it might bridge the gap between article learning and article 
acquisition. It responds to the criticisms targeting previous research, (e.g. Long, Inagaki, and 
Ortega, 1998) which suggested that formal instruction is useful, but is based only on short-
term effects noticed immediately after the instruction.   
6.3.2 Do Students benefit more from Explicit or Implicit Teaching 
Strategies? 
As mentioned earlier in the previous chapter, 3 groups of first year Libyan students at 
Garyounis University were included in the study. Each group was taught a course in English 
using a different teaching strategy. The measurement of learning used in this study consisted 
of two tasks: a multiple choice task and a composition task prior to, and after, the instruction. 
The results showed various discrepancies among the three groups. The following sections 
discuss the results that each teaching strategy caused in each group. 
6.3.2.1 Teaching Strategies Used in this Study 
 
Three teaching strategies were adopted in this study. They were: textual enhanced input, 
deductive teaching and exposure to language through reading passages. The results of statistics 
using SPSS in chapter 5 revealed that compared with the use of the English article system, the 
group that was taught using the deductive teaching strategy outperformed the group that was 
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taught using the enhanced input strategy, which in turn performed better than the third group, 
(the control group). This outperformance was in the learners’ use of the English article system. 
6.3.2.1.1 The Scores of Students  
The following table (Table 6.1) presents the scores from the multiple choice task of the 30 
students involved in each group. It shows the level of scores which were below chance, at 
chance and above chance.14 
            Table 6.1 The Scores that are Below, at and Above Chance in the Three Tests of Each Group. 
 
                                            Chance  
  G             Test   
 
Below chance 
 
At chance 
 
Above chance 
TEI               Pre-test 2 24 4 
Post-test1 Ø 19 11 
Post-test2 Ø 24 6 
DT                 Pre-test 3 25 2 
Post-test1 Ø 5 25 
Post-test2 Ø 8 22 
CG                Pre-test Ø 25 5 
Post-test1 Ø 23 7 
Post-test2 Ø 26 4 
 
As shown in the above table, in the TEI group, the scores of students in post-test 1 that are 
above chance were better than the ones in the pre-test. Although the scores of post-test 2 
reduced, they remained better than the scores from the pre-test. This result proves that this 
group improved slightly when using the English article system from pre-test to post-tests 1 & 
2. For the DT group, the scores of students in post-test 1 and post-test 2 that are above chance 
were much better than the ones in the pre-test. This result shows that this group improved 
considerably when using the English article system from pre-test to post-tests 1 & 2.  
                                                           
14The multiple choice task contains 30 sentences and each point worth one score. One point was assigned for each 
correct answer. The standard of chance was obtained as follows: 
1-9 = below chance 
10-19= at chance 
20-30= above chance 
 
 
218 
 
Regarding the CG, as shown in the above table, the scores of students in post-test 1 that are 
above chance improved slightly compared to the ones in the pre-test as regards the use of the 
article system and that the scores in post-test 2 reduced from those in the pre-test. This result 
means that the progress of this group in using the English article system from pre-test to post-
tests 1 & 2 was very slow.   
Generally, from the above discussion it can be concluded that the TEI and DT groups had 
improved from pre-test to post-tests 1 & 2 in the use of the English article system. As regards 
the CG, its improvement in post-test 1 did not remain 6 months after. However, since the time 
that was spent in teaching the three groups was 8 weeks, it is necessary to know what aspects 
other than the English article system the students made progress in. That is, what benefit each 
group had from the teaching strategy it was taught with, whether the texts that were written by 
the students differ and improved from pre-test to post-tests 1 & 2? In order to identify this, two 
kinds of measurements were used: (1) the measurement of grammatical development using T-
unit15 and (2) the measurement of lexical diversity using type-token ratio (TTR). 
6.4 The Measurement of Grammatical Development Using T-unit 
Chapter 5 revealed that the performance of the TEI group in using the English article system 
has improved slightly frompre-testtopost-tests1, 2. And for the DT group the performance has 
improved notably from pre-test to post-tests 1 & 2. The progress of the CG in using the 
English article system correctly was slow from pre-test to post-tests 1 & 2, 
                                                           
15Hunt (1964) defines T-unit  as “a unit consisting of a main clause and any subordinating clauses” 
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Nevertheless, the type of sentences, word length and how accurate the students’ writings are 
(i.e. vocabulary and accuracy growth) should be traced as a key facet of measuring language 
development and syntactic complexity in each group. 
In previous studies, measures for syntactic complexity included the following: 
1. The number of subordinate clauses per clause (Wigglesworth, 1997), 
2. The number of words per T-unit (Bygate, 2001 and Daller et al., 2003), 
3. The number of clauses per C-unit (Robinson, 2001), and 
4. The number of subordinate clauses per T-unit (Mehnert, 1998). 
5. The number of words per T-unit and the sum of subordination seem to be the most 
common used to measure syntactic complexity. 
A T-unit measurement is used in this study to measure syntactic complexity in each group. It 
was used as it provides an intuitively satisfying and stable index of language development, and 
also because it is a global measure of linguistic development. As an objective measure, several 
researchers, (e.g. Larsen-Freeman and Strom, 1977; Laufer and Nation, 1995) successfully 
used T-unit analysis in their studies, in order to evaluate the quality of L2 learners’ writings, 
According to Gaies (1980), a T-unit is used to measure the overall syntactic complexity of 
writing samples. It is defined by Hint (1964) as “consisting of a main clause plus all 
subordinate clauses and non-clausal structures that are attached to or embedded in it.” 
Moreover, Maminta (1969, p.7) defined it as “the shortest grammatically complete sentence 
which consists of one independent clause and all the subordinate clauses attached to it.” 
The procedure of using t-unit analysis in this study was as follows: 
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The length of the T-unit in words was calculated as follows: each student’s paragraphs in each 
test were divided into T-units, and then divided into the total number of all words, in order to 
obtain the average length of the T-unit. The example below demonstrates. 
Last weekend I do a lot of things. # First, all of my family go to beautiful place in Berga. # Second, 
we went to see the amazing view. #It is the sea. # I love to watch the sea and the sunset. # the third 
is visit my old friend and talked about the old nights. # I really miss all the things that related to 
Berga and with old friends. # 
There are 7 T-units and 67 words for 10 (i.e. 67÷ 7= 10) words per T-unit.  
The next step was that the average length of T-unit for each student was entered into the 
statistical program SPSS, in order to conduct one-way ANOVA to determine any differences 
among the three groups before and after the treatment. (See table 6.2)  
Table 6.2 Mean Length of T-units 
Mean scores 
 
Group 
Pre-test 
 
Post-test 1 Post-test 2 
Mean SD Mean SD Mean SD 
TEI 9.87 1.167 13.50 1.943 11.03 1.033 
DT 10.13 1.196 11.83 1.262 10.30 1.343 
CG 10.10 1.155 13.17 1.821 11.47 1.408 
The results from the ANOVA (Table 6.2) revealed that there were no differences amongst the 
three groups before teaching the course. The students’ levels in the pre-test (before conducting 
the treatment) were almost similar. F (2, 87) = .461, p= .632. However, in post-test 1 and post-
test 2, the findings disclosed that there were significant differences amongst the three groups. 
In post-test 1 F (2, 87) = 8.061, p ˂0.01 and in post-test 2 F (2, 87) = 6.450, p˂ 0.01.  In order 
to locate those differences, a follow-up analysis, (independent sample t-test and paired sample 
t-test) was performed.  
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6.4.1 Comparison of Group Performances 
6.4.1.1    Independent – sample t-test 
An independent sample t-test is  a follow up analysis used to compare groups:  TEI vs. DT , 
DT vs. CG, TEI vs.CG in the three tests, whereas  a paired sample t-test  is a follow up 
analysis used to compare tests within the same groups, (for each group: pre-test vs. post-test1 
and pre-test vs. post-test 2). The results are as follows: 
An independent – sample t-test was conducted to compare the pre-test scores, post-test 1 and 
post-test 2 scores amongst the three groups. Regarding the pre-test analysis, three levels were 
analysed: Group TEI vs. DT, TEI vs. CG and DT vs. CG. The results show that there were no 
significant differences in the scores. 
 Pre-test Analysis: 
         Level 1 (group TEI vs. DT)    t (58) = -.874, p= .386, 
        Level 2 (group TEI vs. CG)     t (48) = -.778, p= .439 
        Level 3: (group DT vs. CG)     t (58) = .110, p= .913 
 
The results of post-test 1 analysis show that there were significant differences only between 
the first and the third levels (i.e. group TEI vs. DT and group DT vs. CG).  
 Post-test 1 Analysis: 
                 Level 1 (group TEI vs. DT)      t (58) = 3.940, p<0.001 
                 Level 2 (group TEI vs. CG)       t (58) = .686, p= .496 
                 Level 3 (group DT vs. CG)        t (58) = 3.30, p= <0.001 
 
Similar to the post-test 1 analysis, the post-test 2 analysis revealed that there were significant 
differences only between the first and the third levels.  
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 Post-test 2 Analyses: 
               Level 1 (group TEI vs. DT)         t (58) = 3.128, p<0.001 
               Level 2 (group TEI vs. CG)          t (58) = -393, p= .696 
                          Level 3 (group DT vs. CG)          t (58) = -3.285, p <0.001 
The above mentioned results suggest that the three groups had similar scores before the 
initiation of the treatment. Conversely, in post-test 1 and post-test 2, significant differences 
were detected between group pairs except for the TEI group and the CG. The mean scores of 
post-test 1 and post-test 2 show that both the TEI group and the CG presented better writings 
compared to those of the DT group. Although the mean scores of the TEI group and the CG 
were reduced in post-test 2, they remained better than those in the pre-test.  
6.4.1.2 Paired Sample t-test Analysis 
         A paired-sample t-test was conducted to compare Pre vs. post-test 1 and Pre vs. post-
test 2 for each group. The findings were as follows: 
The results of the TEI group illustrated that the group had improved significantly in their 
performance from pre to post-test 1: t (29) = -8.665, p<.001 as well as from pre to post-test 2: 
t (29) = -4.735, p<. 001. This result suggests that this group’s grammatical development 
improved after 6 months of instruction. 
However, the results of the DT group revealed that the performance of this group had 
significant differences only between pre-test and post-test 1: t (29) = -6.067, p <.001 but not 
between pre-test and post-test 2: t (29) = -.530, p= .600. This result suggests that, in the long 
term this group’s grammatical development remained unchanged. 
Similarly with the TEI group the results of the CG demonstrated that the grammatical 
development of this group had significant differences from pre-test to post-test 1: t (29) = -
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8.262, p <.001 and from pre-test to post-test 2: t (29) = -5.080, p< .001. This result suggests 
that in the long term this group’s grammatical development improved. 
The results above illustrate that both groups (TEI and CG) improved their writings from pre-
test to post-test 2 and the improvement remained until 6 months after post-test 2 was 
administered. However, with the DT group significant progress was only noticed on the 
immediate post-test 1, although not on post-test 2. 
 
The T-unit was used to analyse the length of the students’ writings and the extent to which 
they were improved. Another measurement (lexical diversity) was used to measure lexical 
complexity. The following section presents more details. 
6.5 The Measurement of Lexical Development Using Lexical Diversity 
Johansson (2008, p. 61) defined lexical diversity as “a measure of how many different words 
that are used in a text.” A text has high lexical diversity when it includes many different word 
types and has low lexical diversity when it contains many similar and repeated word types. 
There are various measures of lexical diversity which have been engaged in earlier studies 
such as: type-token ratio TTR (Robinson, 2001), D value (Kormos and Denes, 2004), and 
Guiraud index (Daller, et al., 2003). For the purpose of this study, the type-token ratio (TTR) 
is employed. 
 
The TTR is a measure of vocabulary variation within a written text. It is used in this study 
because it has been demonstrated that it is a useful measure of lexical variety within a passage 
and can be used to examine changes in learners’ vocabulary development. The example below 
illustrates how TTR is used. 
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 The last weekend I was in Egypt. It very nice place to spend your holiday in. I went to 
swimming and then watched action movie. There are many cinemas in Egypt. Then I 
visited the mall in the shopping.  It was very big where there are numerous floors. I like 
the shopping very much. 
If the number of words in the above text is counted, it is 55. The amount of words in a passage 
is often referred to as the number of tokens. However, numerous tokens are repeated. For 
instance, the token in occurs four times, whilst the token Egypt occurs twice.  
In the total of 55 tokens in the above text there are 28 so-called types. The type-token ratio 
(TTR) is referred to as the relation between the number of types and the number of tokens. 
Thus, in the above example, the calculation is as follows: 
Type-Token Ratio = (number of types ÷ number of tokens)   
                     28÷ 55 = 51  
As the paragraphs used by students in this study were not of equal length, the shortest 
paragraph for each student was chosen, ensuring the other paragraphs were of equal length to 
the shortest paragraphs by the same student. For example, the first student wrote 3 paragraphs 
in each test. In the first paragraph, he/she wrote 99 words, in the second 130 and 200 in the 
third. Since the shortest paragraph contained 99 words, the same number was chosen for the 
second two paragraphs, in order to have an equal length for the three paragraphs. This 
procedure was applied to the ninety students involved in this study. 
After conducting the TTR, the percentage was put in SPSS and one-way ANOVA was 
performed with the purpose of establishing whether there were differences amongst the three 
groups. The results were as follows. 
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Table 6.3 Descriptive Statistics of One-way ANOVA in the Three Tests 
Mean scores 
 
Group 
Pre-test 
 
Post-test1 Post-test2 
Mean SD Mean SD Mean SD 
TEI 64.83 4.001 78.17 5.867 71.60 5.056 
DT 65.40 4.264 73.40 3.114 67.90 3.633 
CG 63.79 4.057 76.55 5.883 69.90 4.685 
 
The ANOVA findings show that there were no significant differences between the three 
groups before the treatment was initiated: F (2, 86) = 1. 157, p=.319.  However, the ANOVA 
results reveal that there were significant differences between the three groups: in post-test 1 F 
(2, 86) = 6.738, p˂ 0.01 and post-test 2 F (2, 86) = 5.089, p˂ 0.01 among the groups.   
In order to locate the differences, a follow up test was performed using an independent sample 
t-test and a paired sample t-test. The results were as follows: 
6.5.1 Comparison of Group Performances 
6.5.1.1 Independent Sample t-test Analysis 
With regards to this kind of analysis, three levels were analysed in the three tests: level 1 
(Group TEI vs. DT) level 2 (TEI vs. CG) and level 3 (DT vs. CG). The results of the pre-test 
indicate that there were no significant differences in the scores for level 1: t (58) = -.531, p= 
.598, level 2: t (57) = .992, p= .326 and level 3: t (57) = 1. 482, p= .114.   
With respect to post-test 1 analysis, the findings show that there were significant differences 
only between the first and third levels (i.e. group TEI vs. DT and group DT vs. CG). That is, 
level 1: t (58) = 3.931, p<0.001 and level 3: t (57) = -2.584, p=.012, but not with level 2 where 
a different pattern was found: t (57) = 1,056, p= .296. 
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By contrast to post-test1 analysis, the post-test 2 analysis demonstrated that there were 
significant differences only in the first level. That is, level 1: t (58) = 3.931, p<0.001. 
However, between levels 2 and 3, there were no significant differences between them (level 2: 
t (57) = 1.341, p = .185 and level 3: t (57) = - 1.833, p= .072. 
The above results suggest that before the experiment, the students’ levels were similar and 
immediately after the treatment, only the TEI group and the CG improved and used various 
vocabularies in their writings. However, after 6 months of instruction, only the TEI group 
remained unchanged and the students did not repeat many words in their writings.  
6.5.1.2 Paired Sample t-test Analysis 
The findings of this analysis were as follows: 
When comparing pre-test with post-test 1 and pre-test with post-test 2, the results illustrate that 
the three groups improved significantly in using various vocabularies from pre-test to post-test 
1 and from pre-test to post-test 2. The results were as follows:  
1. TEI group     pre - post-test 1 t (29), -9.542, p< 0.01. 
                    Pre- post-test 2  t (29), -7.024, p < 0.01. 
2. DT group     pre-post-test 1   t (29), -8.605, p < 0.01. 
                    pre- post-test 2    t(29), -2.972, p < 0.01. 
3. The CG      pre- post-test 1  t (28), -10.463, p < 0.01. 
                  Pre- post-test 2   t (28), -6.829, p < 0.01. 
From the above discussion, it can be concluded that each teaching strategy has its own effects 
in teaching. No teaching strategy has a distinct advantage over another. However, the purpose 
of teaching determines which strategy is more beneficial compared to another. For example, 
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TEI groups and the CG improved their writings and used varied vocabularies in the three tests, 
whereas the DT group developed their use of the English article system more than the other 
two groups. 
Although a considerable amount of time was devoted to teach the three groups involved in this 
study, Libyan learners still make errors in their use of the English article system. What causes 
such difficulty? The following section presents some explanations. 
6.6 Difficulty vs. Instruction 
The English article system poses great difficulty for non-native learners in general and for 
Libyan learners of English in particular. But does such difficulty entail that the English article 
system is beyond teaching? Second language theories have different views on how the English 
article system is taught for L2 learners: some views, (e.g. a deductive teaching strategy) 
advocate formal and systematic attention to isolated linguistic forms through rules, drills and 
error correction; some, (e.g. a purely communicative teaching strategy) reject such techniques 
and support unconscious natural language exposure similar to children acquiring their mother 
tongue language. Other methods, (e.g. enhanced input strategy) state that in order for 
acquisition to take place, teachers should pay attention to both linguistic forms and meaning by 
providing learners with enhanced input techniques in context to help them notice the target 
forms.  
However, the research findings concerning the deductive teaching approach has been criticised 
by researchers such as Celce-Murcia et al. (1997) on the basis that it provides fewer 
opportunities for learners to think and infer a concept for themselves. Moreover, Shaffer 
(1989) believed that there might be a gap between teaching and learning. Thus, students could 
deduce grammatical rules and practice them, but in real life communication, they may not 
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reveal what they have learnt. Additionally, Sato (1990) claimed that such instruction may lead 
to non-target-like use of target forms. 
Communicative language teaching strategies have shown that they might not be sufficient for 
learners to achieve the necessary proficiency level for effective language use, because there is 
often a lack of grammatical accuracy. Some researchers (e.g. Ellis, 1998; Nassaji, 2000, 2004; 
and Macaro, 2006) believed that grammatical competence is crucial for communication but it 
cannot be achieved only by exposure to meaningful input. As a result, implicit approaches on 
their own to grammar may not be adequate and that a degree of focus on grammatical elements 
is necessary for L2 acquisition. 
Form-focused instruction is considered to be necessary for a variety of reasons. For instance, 
the hypothesis which states that language can be learned by a degree of unconsciousness was 
found to be theoretically problematic. According to Schmidt (1993; 2001), conscious attention 
to form, (he also calls it noticing) is necessary for language learning. Many researchers, 
including Bialystok (1994), Dekeyser (1998), Robinson (1995, 2001), Nassaji and Swain 
(2000), Swain and Lapkin (2001) Zhisheng (2008) and Al-Hejin (2009), support Schmidt’s 
view that noticing target forms has a crucial role in L2 learning. 
Though there are numerous studies in the literature regarding the comparative examination of 
the effect of explicit teaching strategies, this study could be regarded as a further support for 
implicit teaching strategies. That is, the results of this study suggest a balanced approach, 
(which is Fof teaching strategies) for the reason that traditional teaching may not lead learners 
to improve their writings and purely communicative teaching strategies may not lead learners 
to improve their use of grammatical items appropriately. Consequently, an enhanced input 
teaching strategy proved to be useful as it connects between the traditional teaching and 
 
 
229 
 
communicative teaching. Put another way, the learners in the TEI group in this study improved 
both the use of the English article system and their writings.  
Moreover, it is worth mentioning that the results of this study support the opinions of some 
researchers (Eastwood, 1999), who believe that the English article system should not be taught 
in isolation. The article system should be taught in context in a manner that its functions can 
be understood and naturally acquired, which is better than the present method of viewing 
article usage as a group of abstract rules to be memorised. Implicit teaching strategies are 
recommended as an alternative to explicit teaching strategies in that the former may assist 
learners, even slightly, to improve their use of the article system as well as their writings, 
whereas the latter may assist them to improve their use of the article system.  
When looking at the results from another perspective, the following can be observed: 
Although the three groups involved in this study made some progress in using the English 
article system, this progress was modest. When the amount of time provided to teach the three 
groups was considered, the results should have been much better than they were. However, the 
question that should be asked is: What are the reasons behind the difficulty in acquiring the 
English article system? The results of this study reveal that not only teaching strategies affect 
the acquisition of the English article system, but there are other aspects that may affect such 
acquisition. These aspects can be summarized as follows: 
 Libyan learners’ inability to distinguish between countable/uncountable and 
singular/plural noun forms. Such a problem leads to misuse of the right article. 
Accordingly, when learners make such errors, the problem is not in the use of the 
article system itself, but in identifying the type of noun being used. 
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 The amount of time devoted to teach the article system to L2 learners might not be 
sufficient. The English article system is complex due to the vastness and complexity 
and exceptions to its rules. Such a complication needs more time and a sufficient 
teaching technique to be performed. For instance, when teaching the use of a/an with 
singular countable nouns, teachers should allow more time for learners to practice such 
use in a communicative way not in a traditional way. By doing so, learners can benefit 
twice: learning the use of the correct article and improving their communication at the 
same time.  
 Among the reasons underlying errors in using the article system, learners might find 
certain concepts difficult to understand and they confirm their need to translate some of 
the items into their native languages as a last resort, in order to respond to the items.    
 Teachers may feel that article errors are not problematic enough to pay attention to 
because they often do not cause communication to break down. This concurs with what 
Burt (1975) believed, which is that article errors are only local errors and they differ 
from global errors in that they do not hinder communication. However, the correct and 
incorrect use of articles does not usually affect understanding. 
6.7 Summary of the Chapter 
This chapter presented a discussion of the results of the study. It compared the results of 
chapter 5 with what was predicted through the CAH in chapter 3.  It confirmed the types of 
errors predicted previously: omission of a/an /the, unnecessary insertion of a/an/ the and 
confusion between a and an. The results reveal that the percentage of omission of a/an was 
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higher than the omission of the. Moreover, it was recognized that the percentage of 
unnecessary insertion of a/an/the was less than the omission of a/an/the.  
What is more, this chapter discussed the sources of errors which could be summarized as: 
1. The influence of the learners’ first language. 
2. The difficulty in developing an intuition of whether a noun is countable or 
uncountable. 
3. The use of the definite article with generic nouns, and 
4. The difficulty is using the appropriate article when specificity is concerned. 
The chapter also compared the three teaching strategies used in this study in terms of 
effectiveness in using the English article system, measuring grammatical development using 
the T-unit and measuring lexical diversity using TTR. 
Regarding the effectiveness of using the English article appropriately, the DT group showed 
improvement from pre-test to post-tests 1 & 2. The scores that were above chance in post-test1 
& 2 were better than those in pre-test. For the TEI group the scores that were above chance 
slightly improved from pre-test to post-tests 1 & 2. The scores of the CG improved slightly in 
post-test1, but the improvement reduced slightly in post-test 2. 
Regarding the measurement of grammatical development, a T-unit was used to measure 
grammatical development. The average length of T-unit of each student was put into the 
statistical program SPSS in order to conduct one-way ANOVA. The results revealed that there 
were no differences amongst the groups before performing the experiment and differences 
existed after the experiment. A follow-up test was performed with the aim of locating these 
differences. The independent sample-t-test demonstrated that the TEI group and the CG 
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showed better development than the DT group in post-tests 1 & 2. Moreover, the paired 
sample t-test results showed the TEI group and the CG showed significant improvement from 
pre-test to post-tests 1 & 2.  
However, the DT groups showed significant differences only from pre-test to post-test 1, but 
not from pre-test to post-test 2.  
The measurement of lexical diversity was undertaken using TTR. Once again, one-way 
ANOVA did not reveal any differences amongst the groups before teaching and showed 
differences after the groups were taught. The independent sample t-test showed that both the 
TEI group and the CG presented better results than the DT group in post-test 1. In post-test 2, 
only the TEI group improved significantly. This result suggests that the TEI group remained 
unchanged after 6 months of instruction. 
The paired sample t-test showed that the 3 groups used varied vocabularies and improved from 
pre-test to post-test 1.2. 
The next section presents limitations which this study encountered. 
6.8 Limitations of the Study 
As with any research, this study has some limitations. They are as follows: 
1. The participants involved in the present study were of intermediate proficiency level. It 
would be an idea to conduct additional research, which includes students of different 
proficiency levels. 
2. Tests of verbal production may be included in the study to measure the effect of 
teaching on communicative ability. 
 
 
233 
 
3. The study was conducted in three intermediate classes which lasted for eight weeks. 
Eight weeks is not enough time for the researcher to provide further explanation and 
more lessons. It would be better if it was undertaken over a longer period of time. 
4. Neither a questionnaire nor comment-response was involved in this study. Such ways 
may help to provide additional facts about the sources of errors made by students. 
5. The data collection was confined only to first year students at Garyounis University in 
Benghazi. The replication of the study at other Libyan cities would allow better 
generalization of the research findings. 
6. The sample used in this study was comprised of 90 students. This sample is only a 
small proportion of the total population of 1st year students at the University of 
Garyounis. Therefore, research studies with a large sample size would be required to 
certify suitable generalization of the results from the study. 
6.9  Pedagogical Implications 
1. This study points that minimal interference from L1 (interlingual errors) and 
insufficient competence of L2 (intralingual errors) are the key source of errors. This 
result is very important in learning the target language, as when the causes of errors are 
identified, a remedial instruction could be carefully arranged. 
2. Adopting Error Analysis allows foreign language instructors and researchers to have a 
superior understanding of the linguistic part where students encounter problems during 
the process of learning. The facts presented by the analysis of students’ errors may 
assist teachers to decide their technique of teaching. 
3.  When accuracy is taken into account, second language teachers should concentrate on 
the most frequent errors and attempt to help learners to overcome such errors by means 
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of a variety of materials. They can conduct remedial instruction using more training 
and skills associated with the challenging area of the target items. 
4. Teachers should be familiar with concentrating on form techniques, particularly 
implicit teaching techniques because they keep the communicative environment in the 
language classes. Accordingly, it would be logical to assign some time to train teachers 
in this crucial skill. 
6.10 Suggestions for Further Research 
1. This study was limited to only two methods of teaching; similar studies could be 
performed with other teaching techniques, (implicit techniques or explicit techniques). 
2. A replication of the present study is required, in order to confirm the findings either by 
using the same methodology or with different populations, or by using different 
methodologies with the same populations. 
3. More contrastive error analysis studies involving more languages are desirable, so as to 
determine more evidence of the nature of learning strategies and interlanguage. 
4. Similar research could be prepared as regards written and production development of 
other English structures. 
6.11. Conclusion 
This study has sought to determine the complexity in learning the English article system by L2 
learners in general and by Libyan learners in particular. In order to understand the difficulty in 
learning the English article system, the researcher adopted three strategies: the Contrastive 
Analysis Hypothesis (CAH), Error analysis and applying two teaching strategies (explicit and 
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implicit), namely, deductive teaching strategy (DT) and textual input enhancement teaching 
strategy (TEI).   
The CAH was adopted to compare the article systems in English and Arabic. The comparison 
resulted in 12 predictions which were expected to be made by Libyan learners of English. 
Although the CAH predicted that the acquisition of the definite article would be easy to 
acquire and have very few errors, if none, could take place, errors of this use occurred more 
than expected. Moreover, based on the comparison of the article systems in both languages, 
the acquisition of the zero and indefinite article could be problematic for Libyan learners and 
more errors would occur. The results showed that such errors occurred more frequently than 
expected. This result suggests that Arabic language has a minimal effect on learners in the 
process of learning.  
Error analysis was utilized, in order to determine the kinds of errors made by Libyan learners. 
There were three types: Omission errors, unnecessary insertion of errors (Overgeneralization), 
and Confusion errors. The omission of the indefinite article a/an was the most frequent error 
category in this study (See section 5.8). Moreover, based on the types of errors, in the multiple 
choice task, the most frequent type of errors was the omission of a/an followed by the 
unnecessary insertion of a/an, whereas in the composition task, the most frequent type of 
mistakes was the unnecessary insertion of a/an followed by the unnecessary insertion of the. 
In connection with the effectiveness of teaching strategies in the process of learning, three 
different teaching strategies were used in this study to teach the English article system to three 
groups of first year Libyan students at the University of Garyounis. Two tasks used in this 
study, namely, a multiple choice task and a composition task as a measure of the process of 
learning. The TEI group received textual enhanced input teaching, the DT group was 
instructed by using deductive teaching, and the CG, (the control group) was exposed to 
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language through reading texts. The SPSS results revealed that the DT group performed better 
than the TEI group and the CG in using the English article system. With regard to the 
measurement of grammatical development, the TEI group and the CG outperformed the DT 
group. Moreover, when measuring lexical diversity, the TEI group showed better results than 
the other two groups. 
Finally, it is hoped that the interpretations of the results of this study will contribute to the 
endless debate on the causes of errors, (intralingual or interlingual sources) and in using 
explicit or implicit teaching strategies in teaching the English article system to L2 learners. 
Understanding the underlying causes of errors in using the English article could potentially 
inform research about facts on the teaching and learning of the English article system in a 
more promising way. 
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Appendix A 
Multiple Choice task and composition task 
Version 1 
Name: ……………………………………………                               
Group:…………………………………………… 
 
Q1: Decide which word or words are correct  
1. Sally goes to _________by car. 
             a) work            b) a work             c) the work 
2. Can I have ____ from your bag?. Yes, of course. 
              a) an apple     b) some apple      c) the apple 
3. ______ is my favourite sport. 
             a) Golf              b) A golf               c) The golf 
4. ______starts at eight o’clock. 
            a) School           b) A school           c) The school. 
5. We had _______nice time at the zoo last week. 
              a) the therticle b) a                  c) Ø 
6. David opened a drawer and took out _____ 
           a) photos          b) photo               c) some photos 
7. Can you  play _________? 
            a) violin           b) a violin                     c) the violin 
8. They can finish the rest of the bread for _______. 
          a) breakfast         b) a breakfast         c) the breakfast 
9. While she was in hospital, they gave her ________. 
           a) X-ray              b) a X-ray                 c) an X-ray 
10. You can listen to ________. 
           a) radio                b) radios           c) the radio 
11. We need to protect _______from pollution. 
         a) environment       b) some environment         c) the environment 
12. What did Sally buy at the supermarket? She bought ______. 
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         a) two milk                b) two cartons of milk          c) two milks 
13. He should do _____ housework. 
         a) a                     b) many                    c) some 
14. This room has _______ nice sofa. 
            a) some                  b) a                  c) zero article 
15. The gas explosion caused _____ to the factory. 
             a) some damages        b) some damage          c) a damage 
 
Q2: Complete the story about the theft of a river barge. Put in a, an, or the. 
This is ………..true story about ..........man who chose.............worst possible time for his 
crime. It happened in London in ...............summer of 1972. ...............man stole a barge 
on.......... River Thames (in case you don't know, ……barge is a river boat used for carrying 
goods). .............owner of ................ barge soon discovered that it was missing and immediately 
informed...........police so that they could look for it. Normally ………………… river 
is...................busy place and it would be difficult to find what you were looking for. On this 
day, however, there was  ..................... dock strike, and so there was only one barge on .......... 
river.  ................thief was quickly found and arrested. 
 
Q3: What did you do last weekend? (Write at least 100 words) 
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
…………………………………………………………………………………………………… 
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Q4: describe one of your relatives. Use, for example, these hints:  his/her 
personality, hobbies, job, favourite food. (Write at least one hundred words) 
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
………………… 
Note: Please make sure that you fill in all the blanks. 
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Version 2 
Name: ………………………………………………………………              
Group:…………………………… 
 
Q1: Decide which word or words are correct. 
 
1- I don't know what to do. It's ____________problem. 
        a) quite difficult          b) a quite difficult               c) quite a difficult 
2- _____________ is my favourite sport. 
     a)  football            b) a football                c) The football 
3- My flat is on ___________first floor.    
a) the first        b) first     c) a first 
4- She did__________ in Italian literature. 
     a)An MA      b) the MA      c) MA 
5- We spent a lot of time swimming in _____________on holiday. 
a) a sea       b) the sea      c) sea 
6- ________of the United States was elected last year. 
a) President       b) a president     c) the president 
7- An atheist does not believe in __________. 
a) a God     b) the God     c) God 
8- Can I ask ________ . 
a) a question       b)the question        c) question 
9- Where is Ann? She is in__________. 
a) kitchen           b) a kitchen     c) the kitchen 
10-Tom is _______________. 
a) interesting person         b) the interesting person         c) an interesting person. 
11- Could you turn off ___________when you leave? 
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a) a light                        b) the light              c) light 
12- His birthday is on ____________of May. 
a) the third             b)third                  c) a third 
13- ___________are my favourite flowers. 
a) the roses           b) roses                  c)a roses 
14- There is a major problem with ______________nowadays. 
a) a crime            b) the crime          c) crime 
15-it is __________house and needs some work. 
a) old                    b) an old              c) the old 
16- Could you take___________ you borrowed back to the library, please? 
a) the books             b) books              c) a books 
 
Q2: Complete the conversation. Put in the words and decide if you need a, an, zero 
or the. 
a)  Martin: I think we ought to book…………………………..(holiday). Where shall we go? 
b)  Anna: What about……………………(Scotland)? I think Edinburgh 
is..........................(beautiful city). I love going there. 
c) Martin:  ................................................(weather) might not be very good. 
d) We went there at  ..................................... (Easter), and it was freezing, remember. 
e) Anna: We could have a walk along ............................(Princes Street) and up to the castle. 
And I wanted to go to ...............................(Royal Scottish Museum), but we never found 
time. 
f)  Martin: Can't we go somewhere different? 
g) Anna: We could spend some time in ......................... (Highlands), I suppose. 
h) Martin: When I go on holiday, I want to do something more relaxing than climbing 
i) ................................................ (mountains). And I find it pretty boring. 
j) Anna: How can you say such ................................................ (thing)? 
k) Martin: Actually, I'd prefer somewhere warmer and by ...................... (sea). 
l) I think .............................................. (Corfu) would be nice. 
m) We might get .......................... (sunshine) there. I just want to lie on a beach. 
n) Anna: Martin, you know I'm not at all keen on .................... (beach holidays). 
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Q3: What did you do last weekend? (Write at least 100 words) 
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
…………………………………………………………………………    
Q4: describe one of your relatives. Use, for example, these hints: his/her 
personality, hobbies, job, favourite food. (Write at least one hundred words) 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
………………………………………………………… 
Note: Please make sure that you fill in all the blanks. 
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Version 3 
Name: …………………………………………………            
Group:……………………… 
Q1: Decide which word or words are correct 
1- My friend is________ person 
       a)honest         b) an honest           c)a honest 
2-Let’s sing ____________ 
a) song            b) a song                  c)an song 
 
3- Please clean up ____________. You left_______ there 
      a) the bathroom      b) a bathroom                c) bathroom 
     a) a terrible mess     b) the terrible mess       c) terrible mess 
 
4-we arrived____________ at six o’clock in_________ . 
a) the home            b) a home                c) home 
a) a morning             b)the morning        c) morning 
  
5-I still keep wondering if I was doing _________when I asked my mother for __________to 
leave school. 
    a) the right thing              b)right thing           c)a right thing 
    a) a permission                  b)permission           c)the permission 
6- I want to go to the cinema to see a film about__________ 
a) Morocco                b) the Morocco             c )a Morocco 
7-Everyone who works in this department uses______ 
a) a computer             b) the computer           c) computer 
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8- Be careful. Radiation form ________can cause skin cancer. 
a) a sun                        b) the sun                    c) sun 
 
9- Please do not stand in front of me. I can’t see__________ 
a) the television            b)a television       c) television 
 
10- Helen has eggs and bacon for___________ 
a) breakfast                b) the breakfast      c) a breakfast 
 
11- When Sam was promoted at work she moved to a bigger office at ____of the corridor. 
a) an end                 b) end                        c) the end 
 
12- The train to Liverpool will depart from __________in ten minutes. Will passengers board 
the train now? 
a) a platform 7      b) the platform 7    c) platform 7 
 
13- Sarah went to _______with some friends to see the Shakespeare’s ‘Hamlet’. 
a) theatre              b) the theatre          c) a theatre 
 
 
Write 'a', 'an', 'the' or no article to complete the following sentences in the 
paragraph 
 
 I was born in Seattle, Washington. Seattle is ________city in the United States. It is near 
_________border of Canada. I live in ________town called Olympia, in ________house in 
________street in the countryside. ________street is called “Bear Street” and ________house 
is beautiful but very old- more than 200 years old! I am _______English teacher at 
__________school in the center of ________town. I like books and taking photographs. I 
usually have __________lunch at 1pm and go home by car. We have all kinds of food in 
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Olympia. I like __________Italian food very much. Sometimes, I go to _________Italian 
restaurant in Seattle. _________restaurant is called “Luigi’s”. Italian food is great! 
 
Q3: What did you do last weekend? (Write at least 100 words) 
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………… 
Q4: describe one of your relatives. Use, for example, these hints:  his/her personality, 
hobbies, job, favourite food. (Write at least one hundred words) 
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
………………………………………………………………………....................................... 
 
Note: Please make sure that you fill in all the blanks. 
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Appendix B 
                                    A Sample Lesson Plan for group TEI 
 
 
 
 
 
 
 
Material  
 
      English online Unit   Money  Student  30 
Time   45 minutes 
Objectives  1-Students will be able to communicate in class 
2- Learners will be provided the target structures through authentic context so 
that they will use them naturally in context not in isolation. 
 
Procedure  Time  
Introduction to the lesson 
1-The teacher will tell her students about the lesson and provides an 
overview about the text.  
2- The students will be divided into groups of seven. 
3- The teacher will divide the text into paragraphs and each group is 
going to be given a paragraph in order to read it and prepare the main 
points of it and then explain to the class. 
 
After ten minutes, each member of each group will take part in telling 
the main points to class. Then the students will read the whole text by 
turns and the teacher asks the students if they need any help about the 
text (e.g. meaning of a word) before going to the questions. 
 
Doing exercises  
The teacher gives her student time to work together and do the 
exercises and then she will answer them with her students and provides 
feedback.  
 
10 minutes 
 
 
 
 
 
 
20 minutes 
 
 
 
 
15 minutes 
 
 
 
 
 
 
 
 
 
283 
 
Sample lesson 
Babies are good language learners 
It is hard to know what --babies want. They can't talk, walk, or even point at what they're thinking 
about.  
Yet --newborns begin to develop --language skills long before they begin --speaking. And, 
compared to --adults, they develop these skills quickly. --People have a hard time learning --new 
languages as they grow older, but --infants have the ability to learn any language easily. 
For a long time, --scientists have tried to explain how such young children can learn --complicated 
grammatical rules and --sounds of a language. Now, --researchers are getting a better idea of 
what's happening in the brains of the tiniest language learners. 
This new information might eventually help --kids with --learning problems as well as --adults who 
want to learn-- new languages. It might even help --scientists who are trying to design ----
computers that can communicate like --people do. 
Most babies go "goo goo" and "ma ma," by 6 months of age, and most children speak in --full 
sentences by --age 3. For decades, --scientists have wondered how the brains of --young children 
figure out how to communicate using --language. With help from --new technologies and --research 
strategies, --scientists are now finding that --babies begin --life with the ability to learn any 
language. 
They get into --contact with other people, listen to what they say and watch their movements very 
closely. That is why they quickly master the languages they hear most often.  
--Studies show that, up to about 6 months of --age, --babies can recognize all the sounds that 
make up all the languages in the world. 
There are about 6,000 sounds that are spoken in --languages around the globe, but not every 
language uses every sound. For example, while the Swedish language has 16 vowel sounds, 
 --English uses 8 vowel sounds, and --Japanese uses just 5. 
--Adults can hear only the sounds used in the languages they speak fluently. To a native 
Japanese speaker, for instance, the letters R and L sound the same. So a Japanese speaker 
cannot tell "row" from "low," or "rake" from "lake." 
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Starting at around 6 months old a baby's brain focuses on the most common sounds it 
hears. Then, --children begin responding only to the sounds of the language they hear 
the most. 
In a similar way --older babies start recognizing the patterns that make up the rules  
of their native language. In --English, for example, --children who are about 18 months  
old start to figure out that --words ending in "-ing" or "-ed" are usually --verbs, and  that 
--verbs are --action words. 
--Scientists are particularly interested in the brains of --people who speak more than one language 
fluently because that is hard to do after about --age 7. 
In one experiment, for example, --native Chinese speakers spoke --Chinese to 9-month-old 
American babies for 12 sessions over 4 weeks. Each session lasted about 25 minutes. In the end, 
the American babies reacted to --Mandarin sounds just as well as did --Chinese babies who had 
been hearing the language their whole lives. 
At about the age of seven these skills slow down. It gets harder to memorize --new sounds. So, if 
you don't start studying --Spanish or --Russian until middle school, you must fight against --years 
of --brain development, and --progress can be frustrating. 
A 12-year-old's brain has to work much harder to build --language connections than an infant's 
brain does. Yet in the United States, --learning foreign languages usually begins as late as --high 
school.  
Understanding a baby's brain may also help --scientists design --computers that learn 
--languages as easily as-- babies do. Useful as --computers are, they cannot 
understand a wide range of --voices and communicate like --people do. 
For --teenagers and --adults who want to learn --new languages, --baby studies may 
offer some useful tips too. For one thing, --researchers have found that it is far better 
for a language learner to talk with --people who speak the language than to use --
educational CDs and DVDs with --recorded conversations. 
When --infants watch someone speaking a foreign language on --TV they have a completely 
different experience than they do if they watch the same speaker in --real life. With --real 
speakers, the babies' brains become more active when they hear the sounds they have learned.  
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1 ) Complete the following sentences in a meaningful way. 
1-When --people grow older, it is harder for them……………………………………………………………….. 
…………………………………………………………………………………………………………………………………………. 
2- --Scientists have been trying to find out what happens…………………………………………….. 
………………………………………………………………………………………………………………………………………… 
By the age of three………………………………………………………………………………………………………………… 
3- When --babies get into contact with other people……………………………………………………. 
…………………………………………………………………………………………………………………………………………. 
4- There are about six thousand sounds……………………………………………………………………………………. 
…………………………………………………………………………………………………………………………………………….. 
5- We can only hear those sounds………………………………………………………………………………….. 
………………………………………………………………………………………………………………………………………….. 
6- At the age of six months a baby starts concentrating………………………………………………….. 
………………………………………………………………………………………………………………………………………….. 
2) True or false 
1- When --babies are born, they can learn any language.    ……………………………….. 
2- --Babies can speak --full sentences when they are three.   ………………………………. 
3- There are six thousand sounds spoken in --languages around the world.  …………….. 
4- --English has more vowel sounds than --Swedish.   ……………………………. 
5- For the Japanese all vowels sound the same.    ……………………………….. 
6- --Scientists think that it is easier to speak two languages at the same time.    …………….. 
3) Explain in English 
An infant……………………………………………………………………………………………………………………………. 
A native language…………………………………………………………………………………………………………………… 
An ability……………………………………………………………………………………………………………………………….. 
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A Globe…………………………………………………………………………………………………………………………………. 
A Brain………………………………………………………………………………………………………………………………….. 
3) How important is it to learn other languages? What are the advantages of being 
able to speak more than one language? 
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
………………………………………………………………………………………………………………
…………………………………………………………………………………………………… 
………………………………………………………………………………………………………………
…………………………………………………… 
………………………………………………………………………………………………………………
…………………………………………………… 
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
…… 
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The Frog Prince  
There was once a handsome young prince who had the misfortune to offend a wicked fairy. To 
avenge herself she turned him into an ugly frog and put him into a well. 
Now it happened that the well was in the courtyard of a king's palace and on --fine days, when 
the sun shone warmly, the king's youngest daughter sometimes came there to amuse herself by 
tossing a golden ball high into the air and catching it as it fell. The poor frog watched her 
running to and from in the sunshine. He thought she was the prettiest princess he had ever seen. 
One day, the princess threw the ball up so high that when she stretched out her hand to catch it 
the ball bounced on the stones and fell with a splash into the water. She ran to the edge of 
the well and gazed down. But the golden ball had sunk far, far out of                                                    
 -- sight. Only a little ring of bubbles showed her where it had disappeared. She began to cry 
bitterly. 
The frog popped his head out of the water. "Don't cry,  --- Princess!" he said. 
"What will you give me if I bring your ball from the bottom of the well?" 
"Oh, I will give you anything I have," replied the princess. "My pretty pearls, my diamonds—even 
my crown. Only please bring my ball back to me!" 
"I do not want your pearls or your diamonds or your crown," said the frog. "But if you will promise 
to love me, and let me eat from your plate, and drink out of your cup, and sleep on your bed, I will 
bring your ball safely back to you." 
And the princess promised. For she said to herself, "What a silly frog! As if he could ever get out 
of the well and walk all the way to the palace! He will never find me." 
The frog dove to the bottom of the well and presently came up with the golden ball in his 
mouth. 
The princess had no sooner snatched it from him than she forgot all about her promise and ran 
back to the palace laughing with --- joy. 
The next day, as she sat at --- dinner with the king 
and his courtiers, something came flopping up the 
great staircase—flip flap, flip flap! 
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And a voice said: 
"From the deep and --mossy well, 
-----Little princess, where I dwell, 
When you wept in ---grief and ---- pain 
I brought your golden ball again." 
The princess dropped her spoon with a clatter on her plate, for she knew it was the frog who had 
come to claim her promise. 
"What is the matter, --daughter?" asked the king. "There is someone knocking at the door and 
your rosy cheeks are quite pale." 
Then the princess had to tell her father all that had happened the day before how she had 
dropped her golden ball into the well, and how the frog had brought it up for her, and of the 
promises she had given him. 
The king frowned and said, "---People who make --promises must keep them. Open the door and 
let the frog come in." 
The princess opened the door very unwillingly and the poor frog hopped into the room, looking 
up into her face with his ugly little eyes. 
"Lift me up beside you," he cried, "that I may eat from your plate and drink out of your cup." The 
princess did as he asked her and was obliged to finish her dinner with the frog beside her, for the 
king sat by to see that she fulfilled her promise. When they had finished, the frog said, "I have had 
enough to eat. Now I am tired. Take me up and lay me on your pillow that I may 
go to --sleep." 
Then the princess began to cry. It was so dreadful to think that an ugly frog, 
all cold and damp from the well, should sleep in her pretty white bed. 
But her father frowned again and said, " ---People who make promises must keep 
them. He gave you back your golden ball and you must do as he asks." 
So the princess picked the frog up between her thumb and finger, not touching 
him more than she could help, and carried him upstairs and put him on the 
pillow on her bed. There he slept all night long. As soon as it was light he jumped 
up, hopped downstairs, and went out of the palace. 
 
 
289 
 
Now, thought the princess, he is gone and I shall be troubled with him no more. 
But she was mistaken, for when --night came again she heard --tapping at the door of her 
bedroom. When she opened it, the frog came in and slept upon her pillow as before until the 
morning broke. The third night he did the same. But when the princess awoke the following 
morning, she was astonished to see, instead of the frog, a handsome prince standing at the 
head of her bed. He was gazing at her with the most beautiful eyes that ever were seen. 
He told her that he had been enchanted by a wicked fairy, who had changed him into the form of 
a frog, in which he was fated to remain until a princess let him sleep upon her bed for three nights. 
"You," said the prince, "have broken this cruel spell and now I have nothing to wish for but that 
you should go with me to my father's kingdom, where I will marry you and love you as long as you 
live." 
The princess took him to her father and he gave his consent for them to marry. As they spoke a 
splendid carriage drove up with eight beautiful horses decked with --plumes of --feathers and --
golden harness. Behind rode the prince's servant, who had bewailed the misfortune of his dear 
master so long and so bitterly that his heart had almost burst. Then all set out full of --joy for the 
prince's kingdom. There they arrived safely and lived happily ever after. 
1) Answer the following question about the story. 
1- What does the wicked fairy turn the frog into? 
……………………………………………………………………………………………………… 
2- Where was the well? 
……………………………………………………………………………………………………… 
3- Does the king have a son or a daughter? 
……………………………………………………………………………………………………… 
4- What promise did the princess give to the frog? 
……………………………………………………………………………………………………….. 
5- Does the princess live in a villa or a palace? 
…………………………………………………………………………………………………………. 
6-  What was the princess having with the king when the frog came flopping up the great 
staircase? 
………………………………………………………………………………………………………………………. 
7- How long did the frog stay with the princess? 
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……………………………………………………………………………………………………………………… 
8-  What happened to the frog after that? 
………………………………………………………………………………………………………………………. 
9- Did he marry the princess? 
………………………………………………………………………………………………………………………. 
 
2-Match each term with its definition 
1-A princess            a- A small imaginary being of-- human form that has --magical powers.                                          
2- A Carriage            b- an agreement that you will or will not do something. 
3- Ugly                      c- Displeasing to the eye; unsightly 
4- A crown               d- A woman member of a royal family other than the monarch,  
                                   especially a daughter of a monarch. 
5- A promise            e- A wheeled vehicle, especially a four-wheeled horse-drawn passenger   
                                          vehicle, often of an elegant design. 
6- A Wicked fairy       f- An ornamental circlet or --head covering, often made of --precious  
                                         metal set with --jewels and worn as a symbol of --sovereignty. 
3- Correct the following sentences 
1-A wicked fairy turned an ugly prince into a handsome monster.  
……………………………………………………………………………………………………………………. 
2- The wicked fairy put the prince in a small cave. 
……………………………………………………………………………………………………………………. 
3- The princess threw a doll into --water. 
………………………………………………………………………………………………………………………. 
4- The frog asked the princess to give him all her pearls and crown.  
……………………………………………………………………………………………………………………… 
5- The king felt happy when he knew that his daughter did not keep her promise. 
…………………………………………………………………………………………………………………………
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Appendix C 
A Sample Lesson Plan for group DT 
Lesson 1 
Material  Oxford Practice Grammar. English Grammar in Use. Unit  Countable- uncountable nouns 
Student  30 
Time   45 minutes 
Objectives  1-Students will be able to understand the rules specifying countable-
uncountable nouns and their use with a, an, the, some, much, and many in the 
books.  
2- Learners will be able to apply the uses of countable- uncountable nouns 
appropriately according to the rules. 
Procedure  Time  
Warm-up: learners’ previous knowledge about countable- 
uncountable nouns. 
Teacher: Good morning every body 
Students: Good morning teacher 
Teacher: Today we are going to talk about countable and uncountable 
nouns. First, can anybody tell me what countable – uncountable nouns 
are? Or, what is the Arabic for it? 
Students A: دوﺪﻌﻣ ﺮﯿﻏ و دوﺪﻌﻣ  
Teacher: Yes, very good. What English countable nouns do you 
know? 
Students B: Book, chair, boy, story. 
Teacher: Very good. Now. Can you give me uncountable nouns in 
English? 
Student C: Water, juice, rice. 
 
5 minutes 
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Teacher: That is right. Well done. Does the word water have a plural 
form in English? In other words, can we say waters? 
Students D: No, because water is always singular in English. 
That is right. Now we will discuss countable-uncountable nouns in 
detail.  
  
2. Introduction to the countable-uncountable nouns. 
 (1)  Copies of the countable-uncountable section will be distributed to 
the students by the teacher. 
(2) The teacher leads the students to read through the rules one by one 
together with the examples accompanying each rule. If necessary, the 
teacher may provide more examples or ask her students to make up 
sentences with countable-uncountable nouns in focus. 
Teacher: Now let’s start with Singular-plural and countable-
uncountable nouns. Let’s read number 1 to know the difference 
between countable and uncountable nouns. As you see, countable 
nouns can be singular and plural whereas uncountable nouns are always 
singular. The teacher then, reads the examples with the students and 
asks students to give examples of their own to make sure that they 
understand the rule. 
Student D: We can say egg-eggs but we cannot say bread-breads. 
Teacher: Well done! Very good. Now go to number 2 and see how we 
use a, an, and the with countable-uncountable nouns. 
The teacher explains the rule and gives examples then asks her students 
to provide more examples. 
Student E: I have a book. 
Teacher: Yes, that right. I need another example please. 
Student F:  an elephant is a big animal. 
 
 
 
 
 
20 minutes 
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Teacher: That is right.  Now go to number 3 to see how some, any, 
much and many are used with countable-uncountable nouns. 
The teacher explains the rule followed by examples and then asks her 
students to give more examples of their own. 
Teacher: some can be used with both plural countable-uncountable 
nouns. We can say: I need some money. I need some books. 
Many can be used only with plural countable nouns whereas much can 
be used only with uncountable nouns. we can say: 
There are many students in my class. 
There is much money in my purse. 
 3- Review of the rules. 
Teacher: Now please put away your handouts and look at me. What 
are the rules we learned today? Let’s start with countable nouns. 
Students: Countable nouns can be singular or plural.  
Teacher: Yes, Give me examples, please. 
Student G: We can say a teacher to refer to a singular noun and 
teachers to refer to plural. 
Teacher: Yes, what about a, an? 
Student H: We can use a, an with singular countable nouns. We can 
say: a book but not a books. An idea but not an ideas. 
Teacher: Very good. What about the?  
Student I: We can use the with both singular, plural countable nouns 
and uncountable nouns. We can say the book, the books, and the money. 
4- Doing exercises  
 
 
 
 
 
 
 
 
 
 
5 minutes 
 
 
 
 
 
 
 
 
 
 
 
 
 
15 minutes 
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Lesson 2 
Teacher: well done everybody! That is right. Now I want you to do the 
exercises and then we will answer the questions together. 
The teacher gives her student time to work together and do the 
exercises and then she will see their answers and provides feedback. 
 
 
 
 
Material  Oxford Practice Grammar. 
English Grammar in Use. 
Unit   Countable- uncountable 
nouns ( abstract/concrete) 
and (dual nouns) 
Student  30 
Time   45 minutes 
Objectives  1-Students will be able to understand the rules specifying nouns 
(abstract/concrete and dual nouns that can be countable and uncountable). 
2- The generalization that a noun (dual noun) is usually uncountable when it is 
used in a general, abstract meaning and countable when it is used in a 
particular meaning.  
3- Learners will be able to apply the uses of abstract, concrete and dual nouns 
appropriately according to the rules. 
Procedure  Time  
Warm-up: revising students’ knowledge about countable- uncountable nouns. 
Teacher: Good morning every body 
Students: Good morning teacher 
Teacher: last week we talked about countable-uncountable nouns. then the teacher 
revises the lesson of countable and uncountable nouns with students to make sure 
that they still remember and understand what they have learned. 
After that the teacher will talk about lesson two. 
5 minutes 
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2. Introduction to the lesson 
Teacher: Today we are going to talk about abstract/concrete nouns and nouns that 
can be countable and uncountable (dual nouns). First, can we change the word idea 
into plural? 
Student A: Yes, we can say ideas, two ideas, many ideas. 
Teacher: Very good. Now, what about the word book? 
Student B: Yes, we can say two books, three books, a few books. 
Teacher: Yes, that is right. Ok, Can you see and touch a book? 
Student C: Yes, I can see it and touch it.  
Teacher: what about idea? Can you see it and touch it?  
Student D: No, We can’t. 
Teacher: Yes, nouns that we can’t touch or see are abstract nouns and those which 
we can see and touch are concrete nouns.  
 Second, can anybody gives me an example with the word glass. 
Students E:  I drink water in a glass. 
Teacher: Yes, very good. How many glasses do you drink every day? 
Students B:  I drink four glasses of water every day. 
Teacher:  Good. Now. Can you give me another example with coffee? 
Student G: I like coffee. 
Teacher: That is right. Well done. How much water do you drink a day? 
Students D: I drink two cups of coffee.  
Teacher: Good. Also, we can say this window is made of glass, but we cannot say: 
this window is made of glasses. Why we said four glasses of water but not made of 
glasses? That is because some nouns in English (dual nouns) can be countable (I.e. 
they can be changed into plural) and uncountable (they are always singular). 
Hence, glass may mean:  four glasses = four cups and made of glass= the 
substance of which window is made. Now let’s read more about abstract/concrete 
nouns and dual nouns. 
  
5 minutes 
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3- The lesson 
(1) Copies of the dual nouns section will be distributed to the students by the 
teacher. 
(2) The teacher leads the students to read through the rules one by one together 
with the examples accompanying each rule. If necessary, the teacher may provide 
more examples or ask her students to make up sentences with abstract, concrete 
and dual nouns in focus.   
Teacher: Now let’s read part (1): abstract/ concrete nouns. Then the teacher 
explains the rules and the students are given exercises about abstract/concrete 
nouns. After the teacher ensures that the students understand the rules, they go to 
part two. 
The same procedure will be followed with parts (2) and (3). For example, in part 
three the teacher says: 
Teacher: Now, go to part (3) sentence no.1. As you see, some nouns can be 
countable and uncountable with a difference in meaning. The teacher then, reads 
the examples with the students and asks her students to give examples from their 
own and generate a separate sentence for each of the two forms to show that they 
realize the difference.  The teacher may help them and give them one or two words 
to start with such as paper and cheese. 
Student A: My book is made of paper. 
Teacher: Good. What else? 
Student B: I write a letter on a paper. 
Teacher: Yes, that is right. Which one refers to the substance? The first sentence 
or the second one? 
Student C: The first one. 
Teacher: Good.  
 The teacher explains the difference to the students.  
Teacher: Now go to sentence number 2. 
The teacher reads the sentence and gives explanation to the students and then asks 
them to provide more examples of their own. After that students will answer the 
exercises and the teacher provides feedback. 
 
30 minutes 
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Lesson 1 
 
Singular-plural and countable-uncountable nouns 
 
1) What is the difference? 
                                                  Nouns  
                                    
          Countable                          uncountable 
            
 Singular             plural                                          singular (there is no plural) 
 
-A count noun can be singular or plural. We can count the noun student (students). We can say one student, two 
students, etc. 
-I have got only one sister. 
- There is a form of Arabic called Modern Standard. 
- He hammered in 30 nails. 
- Look at these holes. 
 
-An uncountable noun is always singular (e.g. water). There is no plural of uncountable nouns. They 
cannot be counted. We cannot say *(a water, two waters) 
4- Review of the rules. 
Teacher: Now please put away your handouts and look at me. What are the rules 
we learned today?  
Students: Dual nouns can be countable and uncountable.  
Teacher: Yes, give me examples, please. 
Student E: We can say a coffee to mean a cup of coffee. 
Teacher: Very good. 
 
5minutes 
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Here are some examples of uncountable nouns. 
-Weather always changes. 
- Can I have some money? 
- I love music. 
- Would you like some butter? 
- Tea is one of the most popular drinks in the world. 
- Pollution is caused by many things. 
 
 
2) Nouns after the, a/an. 
There are some words that can be used with countable and uncountable nouns. One of these is the. We 
can say the student (singular), the students (plural) or the water (uncountable), but a/an go with one 
kind of noun not with the other. That is, a/an can be used only with singular countable nouns, whereas 
with uncountable nouns, neither a nor an can be used.  
 You can give me an idea. (an with singular count noun  an idea) 
Giving presents is a special part of Christmas. (a with a singular countable noun a part) 
 Water is necessary for life.   (water is not used with a or an) 
 
3) Nouns after some, any, many, much. 
 a) Some and any can be used with plural -countable nouns and uncountable nouns.  
Plural countable nouns                                                                 uncountable nouns 
We wrote some letters.                                                                 He listened to some music. 
Do you have any books?                                                              Did you buy any orange juice? 
Jane took some flowers. (= a number of)                           Can you lend me some money?     
Some people even put up trees outdoors in their garden.  
 
b) Many and few can be used only with plural nouns:                                                                                                                           
There were many students in my class.                                        
I gave him few examples, he needs more. 
There weren't many bottles. I made a few sandwiches. 
In many countries, magical figures like Santa Claus bring children their gifts. 
A few weeks later the customer pays the money back to the bank.  
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c) Much and little can be used with uncountable nouns: 
He does not drink much water. 
They have little work to do. 
I don't drink much wine.  
There was only a little bread left. 
Exercise 1 
 Look at the underlined nouns. Are they countable or uncountable? 
1-Decorating the house is an old custom.    
2- Temperature is one of the most important elements in our weather.  
3-  David was listening to music when I arrived.  
4- I do not like violence.  
5- I am taking a photo. 
6- We went to a nice restaurant last week. 
7- I saw a photograph of the flat. 
8-  I have hurt my leg. 
 9- Could I have some more milk, please? 
10-  May she have another slice of bread, please? 
11- Strong winds damaged the roof. 
 
Exercise 2 
Put a/an or the in the following sentences. 
1- I wonder if you can help me. I have ………….problem. 
2- I like volleyball. It is …………good game. 
3- His father taught gave him…………umbrella. 
4- …………juice you drink few minutes ago is not healthy. 
5- ……books I gave you are useful. 
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Exercise 3 
Jana has been to the supermarket. What has she bought? Use a or some with  
these words: orange, cheese, eggs, mineral water, pencil, ruler, book, butter,  
sugar, rice. 
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………………
……………………………………………………………………………………… 
Exercise 4 
 Complete the following conversation. Choose the correct answer. 
David: what are you doing Jana? 
Jana: I am writing a paragraph/ paragraph. 
David: Oh, you have got a computer/computer. Do you always write paragraph/paragraphs on your 
computer? 
Jana: yes, but today I am not doing very well. I have been working on my plan for about hour/ two 
hours now. 
David: you have got lots of books to help you, though. I have not got as many/mush books as you. 
That is because I have not got much/many money. Quite often I can’t even afford to buy food/a food. 
Jana: really? That can’t be many/much fun. 
 
 
301 
 
Lesson 2     
  part 1              
 Countable-uncountable nouns 
Abstract-Concrete Nouns 
1)Abstract nouns 
An abstract noun can be either a countable noun or uncountable noun. An abstract noun 
refers to states, events, concepts, feelings, qualities that have no physical existence. They can 
be countable nouns or uncountable nouns, and singular or plural nouns.   
Abstract countable nouns Abstract uncountable nouns 
singular plural 
 
 
                       Love 
Anger 
Bravery 
Knowledge 
Trust 
Success 
Honesty 
truth 
An Idea 
A Problem 
A Dream 
A Belief 
A Skill 
A fact 
 
Ideas 
Problems 
Dreams 
Beliefs 
Skills 
facts 
 
2) Concrete Nouns 
A concrete noun refers to objects and substances, including people and animals, physical 
items that we can perceive through our senses.  Concrete nouns can be touched, felt, held, 
something visible, smelt, taste, or be heard. They can be countable nouns or uncountable 
nouns, and singular nouns or plural nouns.   
Concrete countable nouns Concrete uncountable nouns 
Singular plural singular 
A cat                                           cats 
A girl                                         girls 
An apple                                   apples 
An umbrella                              umbrellas 
A house                                      houses 
Water 
Sugar 
Rice 
Salt 
cheese 
 
 
Exercise 1 
 
In each sentence below, underline the concrete nouns and circle the abstract nouns.  
1.The principal asked all the students to think about the importance of friendship.   
2.When I looked at the new mother, her love for her newborn baby was obvious.  
3. He looked at the pile of money with greed in his eyes, and then he tried to grab it.  
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4. He patted his full stomach with satisfaction after he finished eating his dinner.  
5. Her eyes were full of hope as she asked her mom to let her keep the puppy. 
 
Exercise 2 
Write abstract or concrete noun in the following spaces  
1. My teacher admired your honesty. Honesty is……………………………… 
 2.An artist must have a good imagination. Artist is…………………………… 
3. The election was held in April. Election is……………………………………. 
4. Poor health kept the frail girl indoors. Girl is………………………………… 
5. Wild animals in captivity often seem pathetic. Captivity is ………………….. 
6. The actress thought about her plan. Plan is…………………………………… 
7. The young man wanted to know about his future. Man is……………………… 
8- Her memories of Africa were fading. Africa is…………………………… 
   
Exercise 3 
Think of three concrete nouns, and three abstract nouns. Write them below.  
 
Concrete Nouns                                                                      Abstract Nouns  
1._______________________________ 1.______________________________  
2._______________________________ 2.______________________________  
3._______________________________ 3.______________________________  
 
Write a sentence using at least one of your concrete nouns and one of your abstract nouns.  
 
……………………………………………………………………………………..      
 
Lesson  3 
 
A/An and The 
*A/an 
1 ) a/an = one  
A/an can be used with nouns which are mentioned for the first time and represent no particular person 
or thing.  
I bought a book. 
Can I ask a question? 
This is an interesting film. 
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2) A is used with before nouns that start with a consonant sound 
 a bank        a car       a man      a day   a holiday     a uniform  
          
3) An is used before nouns that start with a vowel sound (a, e, i, o, u).  
An idea          an orange      an airport     an uncle         an hour 
 
4) A/an can be used before job titles. 
She is a nurse. 
He is an engineer. 
I am a student. 
5) A/an can be used with some expressions of quantity, amounts and frequency. 
I bought a pair of jeans yesterday. 
He visits his parents twice a year. 
I finished my homework a few minutes ago. 
6) A/an can be used in exclamations before singular countable nouns. 
What a nice day! 
What a good meal! 
What an interesting story! 
 
7) A/an can be used with a phrase that describes something. 
 
It was a good story. 
 Benghazi is a nice old city. 
It's a big house.  
This is a better photo. 
* The 
1). The can be used when mentioning something for the second time. 
I saw a cat. The cat was sitting on a fence. The fence was painting green. 
2).  The can be used when we expect the reader or listener to know which  person or thing we 
are talking about. 
Did you lock the door? (The listener knows which door is meant.) 
What happened to the book that I gave you? 
The woman dressed in black is my teacher. 
Who is the girl sitting next to Peter? 
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3). The can be used with unique objects. That is, when there is only one kind of an object.  
The moon is beautiful tonight. 
the rays of the sun hit us more directly. 
Weather always changes all around the world. 
 
 
4) The is also used with a number of expressions that refer to our physical environment. The use 
of the in such a situation implies that everybody is familiar with what we are talking about. 
Places near the sea usually have more moderate climates. 
It gets colder when you are higher up in the mountains. 
 
5) The can be used with superlative adjectives and ordinal numbers such as first, second etc. 
Arabic is one of the oldest languages. 
Arabic is considered the sixth most spoken language in the world. 
Temperature is one of the most important elements in our weather. 
 
6) The is also used with cinema, theatre and (news) paper. 
How often do you go to the cinema? 
 I read about the war in the paper. 
 
7)  We say a/the police officer but only the police. 
 A police officer was seen in the bank this morning. NOT  A police was seen in the bank this morning.   
The police were seen in the bank this morning. (= one or more police officers) 
 
Exercise 1 
Complete the story. Put in a/an or the. 
There was ------ boy who was always losing his temper. His father gave him------
nail ------and said to him, “My son, I want you to hammer nails ----------bag full of
into our garden fence every time you need to direct your anger against something 
and you lose your temper.” So ------son started to follow his father’s advice. On----
----first day he hammered in 37 nails, but getting--------nails into-------fence was 
not easy, so he started trying to control himself when he got angry. As ----days 
went by, he was hammering in less nails, and within weeks he was able to control 
himself and was able to refrain from getting angry and from hammering------ nails. 
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He came to his father and told him what he had achieved. His father was happy 
with his efforts and said to his son “But now, my son, you have to take out-------
nail for every day that you do not get angry.” 
Exercise 2       
Replace the sentences which contain an underlined word. Use a/an or the with the word in 
brackets. 
 We didn't have much time for lunch. David made something for us. (omelette) 
David made------------------------------------------------ 
1 They ran the race before they held the long jump. Matthew won it easily, (race) 
Matthew won--------------------------------easily. 
2 The driver turned left. Suddenly someone ran into the road, (child) 
Suddenly---------------ran into the road. 
3 Vicky was lying on the sofa. She was watching something on television, (film) 
She was watching---------------on television. 
Exercise 3 
Complete these sentences about pollution and the environment. Put in a/an or the.  
 
1 There was also ................. article about pollution in ............... paper. 
2. …………………ozone layer will continue to disappear if we don't find way to stop it. 
3 ………………..world's weather is changing. Pollution is having ........... effect on our climate. 
4 Last week .................. oil tanker spilled oil into ................... sea, damaging wildlife. 
5  If.................. earth was ................... human being, it would be in hospital. 
 
 
Lesson 4 
The, zero article and a/an: ‘things in general’      (General and Specific Meanings) 
 
GENERAL 
 
SPECIFIC 
 
1-A plural noun or an uncountable noun on 
its own (with no the) can have a general meaning. 
 
Cars are cheap these days. 
 
lions are strong animals. 
 
I don't understand computers.(= all computers) 
 
 
Natasha is studying music. 
The + plural noun or uncountable noun has a 
specific meaning. (specific people or things) 
 
The cars had both been stolen. 
 
We saw the lions at the zoo. 
 
The computers crashed at work today.( specific 
computers at my workplace) 
 
The music was too loud. (= the music at a 
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(= all music, music in general) 
 
  
Do you take vitamins?   
 
specific time, at a party for example) 
 
  
Did you take the vitamins I left you on the table? 
 
 
2- The can be used with a singular countable noun to refer to general statements or 
characteristics of a class of things or people rather than one specific person or thing. 
Who invited the radio? 
The crocodile can swim. 
 
3- The can be used  with musical instruments.  
Jane can play the piano and the violin. 
4- a/an can be used to refer to a generic sense. Compare: 
A lion is a strong animal. = (every lion is strong). 
A lion was killed by John= (a specific lion (one lion) was killed) 
An elephant is a big animal. = (every elephant is big). 
An elephant was seen this morning in the street. = ( a specific elephant; one of many) 
 
Exercise 1 
Complete the conversations. Put in the nouns and decide if you need the. 
1. Rachel:  Did your family have a dog when you were younger? 
      Vicky:  No, thank goodness. I'm afraid of…………… (dogs). I didn't like…… 
            (dogs) that were running around in the park yesterday. I was afraid they were  
           going to attack me. 
2. Melanie:  You shouldn't drive so much, Mark. You know that…… 
(cars)cause……………………(pollution), don't you? 
       Mark:  Yes, but ............……………… (cars) these days are cleaner than they used to be. Isn't   
                   it............................... (aeroplanes) that are mainly responsible for…………........... 
(pollution) of the atmosphere? 
3. Melanie: I've put some bread out in the garden for ………… (birds). 
           Tom: You like ...........................................(birds), don't you? 
       Melanie: Yes, I do. I love ……… (wildlife), in fact. I'd much rather live in the     
                      country if I could. 
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4. Laura: You're always reading books about……….. (history), aren't you? 
       Harriet: It was always my favourite subject. Do you know anything about…..... (history)   
                       of this area? 
       Laura: No, but if you like looking round .....................................(museums) 
and……………………(old buildings), we could find out about it together. 
Exercise 2 
Put in the correct noun and decide if you need the. 
Use these nouns: atom, football, guitar, radio, telescope, television 
1 I was listening to a phone-in on ………………………... 
2 Rutherford split ............................................................. in 1911. 
3 Tom and his friends played ............................................................. in the park. 
4 Mike is quite musical. He can play................................................................ 
Exercise 3 
Look at the pictures and say what people like. Use these objects: art, chemistry, chips, dogs, golf 
 
1-……………………………………………………………………………… 
2-……………………………………………………………………………… 
3-……………………………………………………………………………… 
4-……………………………………………………………………………… 
5-…………………………………………………….………………………… 
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Lesson 5 
Zero Article and The 
Compare these situations. 
 
 
This man is in prison. He went to prison two          
years ago. 
 
We do not use the when we are talking about 
being in prison as a prisoner. 
 
The young woman is in the prison. She has gone to the 
prison to visit her father.  
 
We use the when  we mean the prison as a specific 
building. The young woman is in the prison as a 
visitor. 
 
1) Certain count nouns in prepositional phrases occur with the zero article to refer to the 
customary use of an institution. 
He went to school. (He is a student and went to school to study).           
She goes to hospital every day. (She is a doctor and works in it).   
           
In the examples above, the zero article was used with school and hospital as they are used to refer to 
their main purposes, i.e.  the school is a place to study in and the  hospital is a place where doctors 
examine patients in). 
However, the definite article the can be used to refer to a particular use of an institution. 
He went to the school. ( as a parent to see the headmaster). 
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They went to the prison. ( to visit somebody). 
 
The examples show that the definite article the was used with these nouns because they were not used 
for their main purposes. Instead, they were used to refer to a particular use.  
More examples can include: 
Phrases without the 
(Nouns function as their main purpose). 
Phrases with the 
in bed, go to bed (to rest or sleep) 
home: at home, go home 
sea: at sea (= sailing) 
go to sea (as a sailor) 
sit on the bed, make the bed 
 in the house, to the house, in the home 
on the sea, by the sea, on/to the coast 
 
 
 
Exercise 1 
Complete the sentences with the word given . Use the where necessary. 
1.Every term parents are invited to---------------------(school) to meet the teachers. 
2.  Why is not your son at-------------------------(school) today. Is he ill? 
3. my father has always been very healthy. He has never been in-----------(hospital). 
4. a few days ago the fire brigade were called to----------------------------(prison) to put out a fire. 
5. Shall we meet after----------------------(work) tomorrow evening? 
 
 
Exercise 2 
 
Fill the gaps with the correct answer in brackets. 
 
1-I am tired. I am going to…………………………. . (the bed/ bed) 
2- Blast! I forgot to go to…………………………….. . ( the bank/ bank) 
3- You hate going to…………………………….., don’t you? ( the church/ church) 
4-I love being at………………………………….. . ( the university/ university) 
5- We need to be at………………………………in an hour. ( the airport/ airport) 
 
Exercise 3 
 
Choose the correct form, with or without the. 
1. Look at the apples/ apples in this tree.  
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2. I do not drink coffee/ the coffee. I do not like it. 
3. Life/ the life is strange sometimes. 
4. I like skiing/ the skiing, but I am not very good at it. 
5. What makes people/ the people violent? 
 
Exercise 4 
Complete this paragraph from a magazine article about Melissa Livingstone. Put 
in the words with or without the. 
Today Melissa Livingstone is a popular actress and star of the TV soap 
opera 'Round the Corner'. 
But as a child she was very unhappy. She didn't do well at …….. (school) 
, and she never went to (1)..............(college). Her greatest pleasure was 
going to (2) ........................(cinema). 
 Her family lived in an unattractive town and their home was next to (3) 
......................(station). Melissa's father, Tom, was a sailor, and he spent 
months at (4) .............(sea). He was hardly ever at (5) ..............(home) 
and when he was, he didn't do very much.  
Sometimes he spent all day in (6) .............. (bed). Melissa's mother, 
Susan, had to get up at five o'clock every day to go to (7).............. 
(work). When Tom lost his job he stole a gold cup from (8)............. 
(church) Susan used to go to. He had to go to (9) ............(prison) for a 
year. Melissa's mother was horrified at the shame he had brought on the 
family. 
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Appendix D 
                                       A Sample Lesson for the CG 
                                                                                                       
Tea                                                        
Tea is one of the most popular drinks in the world. You 
make it by pouring hot water over the dried leaves of a 
tea plant. For centuries people believed that teas could 
cure illnesses, they used it as medicine. Today 
scientists know that tea contains chemicals that 
prevent cells from dying. Most teas have caffeine in 
them, a substance that makes you feel more active. 
Some people have problems drinking tea because it 
can cause sleeplessness. 
Tea plant 
The tea plant grows best in tropical and temperate places where rain falls throughout the year. Tea 
can be grown from sea level to about 2,000 metres, but the best quality grows in higher regions. 
Tea comes from the leaves and buds of tea plants. Wild plants can be up to 9 metres high but on 
tea plantations they are cut back to a bush of about a metre in height so that workers can pluck the 
leaves easily. The plant produces pointed, leathery dark leaves, small white flowers and seeds that 
look like hazelnuts. It takes a plant three to five years before is ready for plucking.  
A plucker can harvest about 20 kg of tea a day. On large tea plantations the leaves are harvested 
by machines, but the quality of tea is higher when the leaves are hand-plucked. 
Types of tea 
The most common types of tea are black and green tea. They come from the same plant but are 
processed differently. 
Workers take the leaves and spread them out on shelves where they can dry. Next, they are rolled 
and broken into pieces and put into a room where they absorb oxygen. Chemical reactions change 
the taste and character of the tea. Finally , the leaves are dried with hot air until they turn 
brownish-black. Most black tea comes from Sri Lanka, Indonesia and eastern Africa. 
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To make green tea, workers put the freshly picked leaves into a steamer, which keeps them green. 
Then they are crushed and dried in ovens. Japan is the biggest producers of green tea .                                                                   
Tea can be bought in many forms – leaves, powder or tea bags. Some of them are added with 
flavours, like vanilla, orange or lemon. Although most people drink their tea hot, many enjoy iced 
tea, especially during the summer months. 
Black tea is brewed by pouring water over a teaspoon of tea. The tea should soak for three to five 
minutes before you drink it. Green tea should be left in water longer. Instead of putting tea leaves 
into a pot people often put tea bags into a cup. 
History        
People first drank tea in China about 5000 years ago. Originally it was 
used as a medicine, then as a daily drink. It spread to Japan in the 3rd 
century A.D. Dutch and Portuguese traders brought tea from eastern Asia 
to Europe in the 1600s.  
In 1657 the beverage was sold for the first time in coffee houses in Great 
Britain. When the English started a tradition of tea drinking in the 
afternoon it became England’s national drink. In the 17th and 18th 
centuries tea spread to British colonies overseas.  
In 1767 Great Britain placed a tax on tea imported by American colonists. 
During the Boston Tea Party of 1773 they were so angry that they threw a 
ship full of British tea into the harbour to protest British rule. Two years 
later the American Revolutionary War started. 
Today about 3.3 million tons of tea are produced. India, with its famous 
tea growing regions like Darjeeling and Assam, and China produce about half of the world’s tea. It 
also grows in many other parts of Asia, especially in Sri Lanka and Indonesia. In the course of time 
growing tea has spread to countries in Eastern Europe, Africa and South America . 
1)Answer the following questions                                                 
1- What substances does tea have in it? 
…………………………………………………………………………………………………………………………………………. 
2- How has tea been used for centuries? 
…………………………………………………………………………………………………………………………………… 
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3- In which regions do tea plants grow best? 
…………………………………………………………………………………………………………………………………… 
4- What kinds of leaves do tea plants have? 
……………………………………………………………………………………………………………………………….. 
5- What is the difference between black and green tea? 
…………………………………………………………………………………………………………………………………. 
2) True or false 
1- People first drank tea in Japan about a thousand years ago. ………………………… 
2- Black tea should be left longer in water than green tea. ………………………………. 
3- During the Boston Tea Party colonists dumped shiploads for tea into the harbor. …………… 
4- About 33 million tons of tea are produced every year.  ……………………………. 
5- Assam is a tea growing area in northern India. ………………………….          
6- All tea leaves are put into a steamer to dry. …………………………………… 
3) Match the words on the left to the definitions on the right     
1- Flavor                 a- take in 
2- Beverage           b- a tightly rolled up flower or leaf before it opens 
3- Absorb               c-  a person from the Netherlands 
4- Century              d-  to bring in products from the field or from trees 
5- Dutch                  e- a hot or cold drink 
6- Bud                    f- a hundred years    
7- Harbor               g- the special taste of something 
8- Harvest              h- place where ships stay to load and unload their goods 
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Money 
Money is something that is very difficult to explain. People in various cultures think of money in 
different ways. A London banker and an African tribesman have different ideas of what money is.  
Many people think of money as a currency –metal coins and paper bills. We need it to buy the 
things in life that we need. We also get money for the work that we do. So, money is a way of 
exchanging goods and services . 
The History of Money  
In early civilizations people did not have money. They traded objects. Maybe 
a hunter had more animal furs than he could use and his neighbour might 
have caught more fish than he could eat himself. They soon saw that they 
needed each other. The fisherman needed furs to protect himself from the 
cold and the hunter needed something to eat, so they exchanged their 
goods. This is called barter. Barter also had disadvantages. If there weren’t 
any more people who needed the hunter’s furs he couldn’t trade them for the things he needed.  
Coins 
In the course of time people searched for better ways of trading goods. 
They found out that metal, especially gold and silver, was very valuable.  
Some historians believe that the first coins were made at around 700 
B.C. by the Lydians. The Greeks and Romans also had silver and gold 
coins. Their value was guaranteed by the government.  
But it was not until the late Middle Ages that coins became common 
throughout Europe. Metals were stamped and coins had to have a certain weight . People knew how 
many coins they needed to buy something because they had a fixed value.  
Credit cards 
Today, more and more people use credit cards to buy things. You don’t have to take real money 
with you. With a credit card the bank lends its customer money to buy something. The customer 
signs a small slip of paper and the shop assistant sends it to the bank and gets his money at once. 
A few weeks later the customer pays the money back to the bank.  
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The Euro 
In 1991 the leaders of the European Union got together in Maastricht, the Netherlands and agreed 
on creating a single currency for all of Europe.  
On January 1,2002, the Euro became the official money in twelve of the fifteen EU nations. Only 
Great Britain, Sweden and Denmark wanted to stay with their old currency.  
In 2004, ten central and eastern European nations joined the EU. They will decide later on if they 
want to join the Euro zone.  
When banks and stock exchanges began using the Euro in 1999 it was worth 1.17 US dollars. 
Shortly afterwards it became weaker and fell to 0.80 US dollars, but since 2002 its value has risen 
constantly , almost up to 1.30 US dollars.  
The colourful euro banknotes were designed by the Austrian Robert Kalina. They range from € 5 to 
€ 500 and have a map, the EU flag, as well as arches, bridges and windows on them.  
There are eight coins — ranging from 1 cent to 2 Euros. One side of the coins all look the same but 
on the other side each country has its own national design.  
People in favour of introducing the Euro argue that the European currency will increase trade among 
European countries. It could also unify the union and make it stronger. Many economic experts also 
predict that the Euro can compete with the US dollar as an important international currency.  
1-Correct the following sentences 
1- Some historians believe that the first coins came from China. 
………………………………………………………………………………………………………………………………. 
2-  People did not know how many coins they needed to buy something because they did not 
have a fixed value. 
…………………………………………………………………………………………………………………………….. 
3- If a customer pays by credit card the shop assistant lends him money. 
………………………………………………………………………………………………………………………… 
4- Today, only few people use credit cards to buy things. 
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…………………………………………………………………………………………………………………………………. 
2) Answer the following questions about the passage. 
1- What did early civilization use as money? 
…………………………………………………………………………………………………………………………………. 
2- What disadvantages did the system of barter have? 
…………………………………………………………………………………………………………………………………… 
3- Which metals became valuable during the middle ages? 
………………………………………………………………………………………………………………………………….. 
4-Why do many people buy goods with credit cards? 
………………………………………………………………………………………………………………………………………. 
3) Put the sentences about the Euro into their correct order. The first one is done for you. 
 Their own currencies, the Euro banknotes were designed by the 
 Say that the Euro will become a strong currency and it will help 
 Other side countries have their own national designs. Many experts 
1 On January 1,2002, the Euro became the official money in twelve of the fifteen EU 
 Austrian Robert Kalina. They have a map, the EU flags, windows, arches 
 States, only Sweden , Denmark and Great Britain decided to stay with 
 unify the union and make it stronger 
 Euros, one side of the coin look the same in each country, but on the 
4) What happens when you pay with a credit card? Write some information in the boxes. 
 
 
 
 
 
 
  
………………………………………
………………………………………
………………………………………
………………………………………
………………………………
………………………………
………………………………
………………………………
……………………………….
…………………………………………………………
…………………………………………………………
…………………………………………………………
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Appendix E 
Authentic texts: Comparison between English and Arabic in terms of the English article system 
Text 1  E English sentence Arabic sentence English  Arabic  No. of use 
1-1 A long time ago, there was a huge apple tree. ةرﯾﺑﻛ حﺎﻔﺗ ةرﺟﺷ كﺎﻧھ نﺎﻛ...ﻰﻟو دﯾﻌﺑ نﻣز ذﻧﻣ Indef zero  
1-2 A long time ago, there was a huge apple tree. ةرﯾﺑﻛ حﺎﻔﺗ ةرﺟﺷ كﺎﻧھ نﺎﻛ..ﻰﻟو دﯾﻌﺑ نﻣز ذﻧﻣ Indef zero 3.9.1.2 
1-3 A little boy loved to come and play around it every 
day. 
ﺎﯾﻣوﯾ ةرﺟﺷﻟا هذھ لوﺣ بﻌﻠﯾ رﯾﻐﺻ لﻔط كﺎﻧھ نﺎﻛ Indef zero 3.9.1.2 
1-4 He climbed to the treetop, ate the apples. ﺎھرﺎﻣﺛ نﻣ لﻛﺄﯾو ةرﺟﺷﻟا هذھ نﺎﺻﻏأ ﻖﻠﺳﺗﯾ نﺎﻛو def  al- 3.7.1.1 
1-5 -- Time went by..the little boy had grown up. لﻔطﻟا اذھ رﺑﻛو .نﻣزﻟا رﻣ zero  al-  
1-6 Time went by. the little boy had grown up. لﻔطﻟا اذھ رﺑﻛو .نﻣزﻟا رﻣ def al- 3.7.1.1 
1-7 One day, the boy came back to the tree and he 
looked sad. 
ﺎﻧﯾزﺣ نﺎﻛو ةرﺟﺷﻟا ﻰﻟا ﻲﺑﺻﻟا  اذھ ﻊﺟر...مﺎﯾﻷا نﻣ موﯾ ﻲﻓ def  al- 3.7.1.1 
1-8 One day, the boy came back to the tree and he 
looked sad. 
ﺎﻧﯾزﺣ نﺎﻛو ةرﺟﺷﻟا ﻰﻟا ﻲﺑﺻﻟا  اذھ ﻊﺟر...مﺎﯾﻷا نﻣ موﯾ ﻲﻓ def  al- 3.7.1.1 
1-9 "I am no longer a kid; I do not play around trees 
anymore". The boy replied. 
رﺟﺷﻟا لوﺣ بﻌﻟﻷ رﯾﻐﺻ دﻋأ مﻟ :دﻟوﻟا ﺎﮭﺑﺎﺟﺄﻓ indef zero 3.9.1.6 
1-10 "I am no longer a kid; I do not play around trees 
anymore". The boy replied. 
رﺟﺷﻟا لوﺣ بﻌﻟﻷ ارﯾﻐﺻ دﻋأ مﻟ :دﻟوﻟا ﺎﮭﺑﺎﺟﺄﻓ zero  al- 3.8.1 
1-11 "I am no longer a kid; I do not play around trees 
anymore". The boy replied. 
رﺟﺷﻟا لوﺣ بﻌﻟﻷ ارﯾﻐﺻ دﻋأ مﻟ :دﻟوﻟا ﺎﮭﺑﺎﺟﺄﻓ def al- 3.7.1.1 
1-12 I want toys. I need money to buy them. ﺎﮭﺋارﺷﻟ دوﻘﻧﻟا ضﻌﺑ جﺎﺗﺣاو بﻌﻠﻟا ضﻌﺑ دﯾرأ ﺎﻧأ zero al- 3.8.1 
1-13 I want toys. I need --money to buy them. ﺎﮭﺋارﺷﻟ دوﻘﻧﻟا ضﻌﺑ جﺎﺗﺣاو بﻌﻠﻟا ضﻌﺑ دﯾرأ ﺎﻧأ zero  al- 3.8.2 
1-14 But you can pick all the apples and sell them. So, 
you will have money. 
 لﺻﺣﺗ نا كﻧﻛﻣﯾ مﺛ ﮫﻌﯾﺑﺗﻟ يدﻟ ﻰﻟإ حﺎﻔﺗﻟا لﻛ ذﺧﺄﺗ نا كﻧﻛﻣﯾ نﻛﻟو
ﻲﺗﻟا دوﻘﻧﻟا ﻰﻠﻋ ﺎھدﯾرﺗ  
def al- 3.7.1.1 
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1-15  So, you will have --money. ﺎھدﯾرﺗ ﻲﺗﻟا دوﻘﻧﻟا ﻰﻠﻋ لﺻﺣﺗ نا كﻧﻛﻣﯾ مﺛ  zero  al- 3.8.2 
2-1 E There was a boy who was always losing his 
temper. 
رﻣﺗﺳﻣ لﻛﺷﺑ ﮫﺑاوﺻ دﻘﻔﯾ نﺎﻛو ﻲﺑﺻﻋ دﻟو كﺎﻧھ نﺎﻛ indef zero 3.9.1.2 
2-2 I want you to hammer a nail into our garden fence. ﻲﺑﺷﺧﻟا ﺎﻧﺗﻘﯾدﺣ جﺎﯾﺳ ﻲﻓ رﺎﻣﺳﻣ قدﺗ نأ كدﯾرأ ﻲﻧﺑ indef zero 3.9.1.6 
2-3 His father gave him a bag full of nails. رﯾﻣﺎﺳﻣﻟﺎﺑ ًاءوﻠﻣﻣ سﯾﻛ هدﻟاو ﮫﻟ رﺿﺣﺄﻓ indef zero 3.9.1.6 
2-4 His father gave him a bag full of --nails. رﯾﻣﺎﺳﻣﻟﺎﺑ ًاءوﻠﻣﻣ ًﺎﺳﯾﻛ هدﻟاو ﮫﻟ رﺿﺣﺄﻓ zero Def. al- 3.9.8 
2-5 On the first day he hammered in 37 nails. رﺎﻣﺳﻣ 37 لوﻷا موﯾﻟا ﻲﻓ قدﻓ def Def.  al- 3.7.7 
2-6 On the first day he hammered in 37-- nails. رﺎﻣﺳﻣ 37 لوﻷا موﯾﻟا ﻲﻓ قدﻓ zero Zero 3.9.8 
2-7 But getting the nails into the fence was not easy.  ًﻼﮭﺳ نﻛﯾ مﻟ جﺎﯾﺳﻟا ﻲﻓ رﺎﻣﺳﻣﻟا لﺎﺧدإ نﻛﻟو def Def.  al- 3.7.1.1 
2-8 But getting the nails into the fence was not easy.  ًﻼﮭﺳ نﻛﯾ مﻟ جﺎﯾﺳﻟا ﻲﻓ رﺎﻣﺳﻣﻟا لﺎﺧدإ نﻛﻟو def Def.  al- 3.7.1.1 
2-9 As the days went by. مﺎﯾﻻا رورﻣ دﻌﺑو ﺎھدﻌﺑو def Def.  al-  
2-10 He was able to control himself and was able to 
refrain from getting angry and from hammering --
nails. 
نﻋو بﺿﻐﻟا نﻋ فﻗوﺗو ،ﮫﺳﻔﻧ طﺑﺿ نﻣ نﻛﻣﺗ ﻊﯾﺑﺎﺳأ ﻲﻓو قد  
رﯾﻣﺎﺳﻣﻟا 
zero Def.  al- 3.8.1 
2-11 The son started to take out the nails. رﯾﻣﺎﺳﻣﻟا ﻊﻠﺧﺑ دﯾدﺟ نﻣ دﻟوﻟا أدﺑو def Def.  al- 3.7.1.1 
2-12 The son started to take out the nails. رﯾﻣﺎﺳﻣﻟا ﻊﻠﺧﺑ دﯾدﺟ نﻣ دﻟوﻟا أدﺑو def Def.  al- 3.7.1.1 
2-13 There were no --nails left in the fence. جﺎﯾﺳﻟا ﻲﻓ رﯾﻣﺎﺳﻣﻟا نﻣ ﻰﮭﺗﻧا ﻰﺗﺣ zero Def.  al- 3.8.1 
2-14 There were no nails left in the fence. جﺎﯾﺳﻟا ﻲﻓ رﯾﻣﺎﺳﻣﻟا نﻣ ﻰﮭﺗﻧا ﻰﺗﺣ def Def.  al- 3.7.1.1 
2-15 but look at these --holes in the fence. .جﺎﯾﺳﻟا ﻲﻓ بوﻘﺛﻟا كﻠﺗ ﻰﻟإ نﻵا رظﻧا zero Def.  al- 3.7.6 
2-16 When you say things in a state of anger, they leave 
marks like these holes on the hearts of others. 
 هذھ لﺛﻣ ًارﺎﺛآ كرﺗﺗ ﺎﮭﻧﺈﻓ بﺿﻏ ﺔﻟﺎﺣ ﻲﻓ ءﺎﯾﺷأ لوﻘﺗ ﺎﻣدﻧﻋ
. نﯾرﺧﻵا سوﻔﻧ ﻲﻓ بوﻘﺛﻟا 
indef zero 3.9.1.2 
2-17 They leave --marks like these holes on the hearts 
of others. 
.نﯾرﺧﻵا سوﻔﻧ ﻲﻓ بوﻘﺛﻟا هذھ لﺛﻣ رﺎﺛآ كرﺗﺗ ﺎﮭﻧإ zero zero 3.8.1 
2-18 They leave marks like these --holes on the hearts 
of others. 
.نﯾرﺧﻵا سوﻔﻧ ﻲﻓ بوﻘﺛﻟا هذھ لﺛﻣ ًارﺎﺛآ كرﺗﺗ ﺎﮭﻧإ zero Def.  al- 
 
3.7.6 
2-19 When you say --things in a state of anger, they 
leave marks like these holes on the hearts of 
others. 
 هذھ لﺛﻣ ًارﺎﺛآ كرﺗﺗ ﺎﮭﻧﺈﻓ بﺿﻐﻟا ﺔﻟﺎﺣ ﻲﻓ ءﺎﯾﺷأ لوﻘﺗ ﺎﻣدﻧﻋ
نﯾرﺧﻵا سوﻔﻧ ﻲﻓ بوﻘﺛﻟا.  
zero Zero 
 
 
 
3.8.1 
3-1E What is health-- insurance and why do I need it ﮫﺟﺎﺗﺣأ اذﺎﻣﻟو ﻰﺣﺻﻟا نﯾﻣﺎﺗﻟا وھ ﺎﻣ 
 
zero Def.  al- 
 
3.8.2 
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3-2 Health insurance protects you and your family 
from a financial hardship due to medical expenses 
in the untimely event that you are injured or 
become ill. 
 نﻋ ﺔﺟﺗﺎﻧﻟا ﺔﯾدﺎﻣﻟا تﺎﻘﺷﻣﻟا نﻣ كدﻻوأو كﯾﻣﺣﯾ ﻲﺣﺻﻟا نﯾﻣﺄﺗﻟا
تﺎﻓورﺻﻣﻟا ﺔﯾﺑطﻟا ﻲﻓ تﺎﻗوﻷا رﯾﻐﻟا ةددﺣﻣ ﻲﺗﻟا بﺎﺻﺗ ﺎﮭﯾﻓ وأ 
ضرﻣﺗ 
indef Def.  al- 
 
3.9.1.2 
3-3 Health insurance protects you and your family 
from a financial hardship due to --medical 
expenses in the untimely event that you are 
injured or become ill. 
نﯾﻣﺄﺗﻟا ﻲﺣﺻﻟا كﯾﻣﺣﯾ كدﻻوأو نﻣ تﺎﻘﺷﻣﻟا ﺔﯾدﺎﻣﻟا ﺔﺟﺗﺎﻧﻟا نﻋ 
 وأ ﺎﮭﯾﻓ بﺎﺻﺗ ﻲﺗﻟا ةددﺣﻣ رﯾﻐﻟا تﺎﻗوﻷا ﻲﻓ ﺔﯾﺑطﻟا تﺎﻓورﺻﻣﻟا
ضرﻣﺗ 
zero Def.  al- 
 
3.8.1 
3-4 It is better to evaluate each type of insurance to 
obtain an accurate account of which type will best 
suit your needs. 
 
نﻣو لﺿﻓﻷا نأ مﯾﻘﺗ لﻛ عوﻧ نﻣ تﺎﻧﯾﻣﺄﺗﻟا ﻰﺗﺣ لﺻﺣﺗ ﻰﻠﻋ 
كﺗﺎﺟﺎﯾﺗﺣﺈﺑ ﻲﻔﯾ عوﻧ لﺿﻓﻷ ﺔﻘﯾﻗدﻟا ﺔﻣﯾﻘﻟا 
indef Def.  al- 
 
3.9.1.2 
3-5 Medical supplement insurance is designed for the 
elderly who contribute to Medicare 
 
 نﻣ نوﻌﻔﺗﻧﯾ نﯾذﻟا نﺳﻟا رﺎﺑﻛﻟ مﻣﺻﻣ تﻼﻣﻛﻣﻠﻟ ﻲﺑطﻟا نﯾﻣﺄﺗﻟاو
ﺔﯾﺎﻧﻌﻟا ﮫﯾﺑطﻟا  
def Def. 
addition 
3.7.2 
3-6 Medical supplement insurance is designed for the 
elderly who contribute to --Medicare 
 
نﯾﻣﺄﺗﻟاو ﻲﺑطﻟا تﻼﻣﻛﻣﻠﻟ مﻣﺻﻣ رﺎﺑﻛﻟ نﺳﻟا نﯾذﻟا نوﻌﻔﺗﻧﯾ نﻣ 
ﮫﯾﺑطﻟا ﺔﯾﺎﻧﻌﻟا 
zero Def.  al- 
 
3.8.2 
3-7 Disability insurance protects you in the event you 
become physically or mentally disabled due to an 
accident or illness 
 
نﯾﻣﺄﺗﻟاو ﻰﻠﻋ زﺟﻌﻟا كﯾﻣﺣﯾ ﻲﻓ ﺔﻟﺎﺣ اذإ ﺎﻣ تﺣﺑﺻأ  ًازﺟﺎﻋ  ً ﺎﯾﻧدﺑ 
ضرﻣ وأ ثدﺎﺣ بﺑﺳﺑ  ً ﺎﯾﻠﻘﻋ وأ 
indef zero 3.9.1.6 
3-8 This --plan is devised to keep you economically 
secure during hard times by paying monthly wages 
directly to you when you are unable to work 
 
 لﻼﺧ يدﺎﺻﺗﻗإ نﺎﻣأ ﺔﻟﺎﺣ ﻲﻓ كظﻔﺣﺗ نأ ﻰﻟإ ﻲﻣرﺗ ﺔطﺧﻟا هذھو
تارﺗﻔﻟا ﺔﺑﯾﺻﻌﻟا كﻟذو نﻋ ﻖﯾرط ﻊﻓد روﺟﻷا ﺔﯾرﮭﺷﻟا كﻟ ةرﺷﺎﺑﻣ 
ﺎﻣدﻧﻋ دﻘﻔﺗ ةردﻘﻟا ﻰﻠﻋ لﻣﻌﻟا  
zero Def.  al- 
 
3.7.6 
3-9 This policy specifically provides you with  --money 
meet your mortgage obligation if you become 
totally disabled 
 
 كﻣازﺗﻟإ ﺔﻠﺑﺎﻘﻣﻟ لﺎﻣﻟﺎﺑ كدوزﺗ صوﺻﺧﻟا ﮫﺟو ﻰﻠﻋ ﺔﺳﺎﯾﺳﻟا هذھو
فﯾرﺎﺻﻣﺑ نھرﻟا يرﺎﻘﻌﻟا اذإ تﺣﺑﺻأ  ًازﺟﺎﻋ ﺔﯾﻠﻛﻟﺎﺑ  
zero Def.  al- 
 
3.8.2 
3-10 Does it cover --pre-existing conditions, genetic 
conditions, chronic or life threatening conditions 
 
 ،ﺔﻧﻣزﻣﻟاو ،ﺔﯾﻧﯾﺟﻟا تﻻﺎﺣﻟاو ،دوﺟوﻟا ﺔﻘﺑﺎﺳﻟا تﻻﺎﺣﻟا ﻲطﻐﯾ لھ
وأ تﻻﺎﺣﻟا ﻲﺗﻟا ددﮭﺗ ةﺎﯾﺣﻟا  
zero Def.  al- 
 
3.8.1 
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3-11 How much --money will it shell out before it is 
considered at its limit? 
 
؟نﯾﻣﺄﺗﻟا اذﮭﻟ ﻰﺻﻗأ دﺣﻛ لﺎﻣﻟا نﻣ كﯾطﻌﺗﺳ مﻛ zero Def.  al- 
 
3.8.2 
3-12 Will it cover the cost of --transplants or long-term 
care? 
 
؟لﺟﻷا ﺔﻠﯾوط ﺔﯾﺎﻧﻌﻟا وأ ءﺎﺿﻋﻷا ﺔﻋارز ﺔﻔﻠﻛﺗ ﻲطﻐﯾﺳ لھ zero Def. 
addition 
3.8.1 
3-13 Will it cover the cost of transplants or --long-term 
care? 
 
؟لﺟﻷا ﺔﻠﯾوط ﺔﯾﺎﻧﻌﻟا وأ ءﺎﺿﻋﻷا ﺔﻋارز ﺔﻔﻠﻛﺗ ﻲطﻐﯾﺳ لھ zero Def.  al- 
 
3.8.2 
3-14 Are you at high-risk for --diabetes, a heart attack 
or stroke? 
 
؟ﺔﯾﺑﻠﻘﻟا ﺔﺗﻛﺳﻟا وأ ﺔﺑوﻧﻟا وأ ،رﻛﺳﻟا ضرﻣ ﮫﺑﺎﺟﺗ لھ zero Def. 
addition 
 
3-15 Are you at high-risk for diabetes, a heart attack or 
stroke? 
 
؟ﺔﯾﺑﻠﻘﻟا ﺔﺗﻛﺳﻟا وأ ﺔﺑوﻧﻟا وأ ،رﻛﺳﻟا ضرﻣ ﮫﺑﺎﺟﺗ لھ indef Def.  al- 
 
3.9.1.6 
3-16 Are you at high-risk for diabetes, a heart attack or 
--stroke? 
 
؟ﺔﯾﺑﻠﻘﻟا ﺔﺗﻛﺳﻟا وأ ﺔﺑوﻧﻟا وأ ،رﻛﺳﻟا ضرﻣ ﮫﺑﺎﺟﺗ لھ zero Def.  al- 
 
3.8.2 
3-17 Are you the primary breadwinner and if so how 
will the bills be paid if you are out of work due to 
an unforeseen disability caused by an accident? 
 
 ﻊﻓد مﺗﯾﺳ فﯾﻛﻓ لﺎﺣﻟا وھ اذھ نﺎﻛ اذإو ،ﻲﺳﯾﺋرﻟا لﺋﺎﻌﻟا تﻧأ لھ
رﯾﺗاوﻔﻟا اذإ تﺟرﺧ نﻋ لﻣﻌﻟا بﺑﺳﺑ ﺔﻗﺎﻋإ رﯾﻏ ﺔﻌﻗوﺗﻣ بﺑﺳﺑ 
ثدﺎﺣ ﻣ؟ﺎ  
def Def.  al- 
 
3.7.1.2 
4-1 E --Art is a healthy form of expression ﺮﯿﺒﻌﺘﻠﻟ ﺔﯿﺤﺻ ةرﻮﺻ ﻮھ ﻦﻔﻟا zero Def. al- 3.8.2 
4-2 Art is a healthy form of expression ﺮﯿﺒﻌﺘﻠﻟ ﺔﯿﺤﺻ ةرﻮﺻ ﻮھ ﻦﻔﻟا indef zero  
4-3 Art is a healthy form of --expression ﺮﯿﺒﻌﺘﻠﻟ ﺔﯿﺤﺻ ةرﻮﺻ ﻮھ ﻦﻔﻟا zero Def. al- 3.8.2 
4-4 This does not mean, though, that you have to 
create the art yourself 
ﻚﺴﻔﻨﺑ ﻦﻔﻟا ﻖﻠﺨﺗ نأ ﻚﯿﻠﻋ ﺐﺠﯾ ﮫﻧأ ﻲﻨﻌﯾ ﻻ اﺬھ def- Def  al- 3.7.1.1 
4-5 Discover --solutions in the same way! !ﺔﻘﯾﺮﻄﻟا ﺲﻔﻨﺑ لﻮﻠﺤﻟا ﻒﺸﻜﺘﺴﺗو zero Def.  al- 3.8.1 
4-6 At the end of a hard day ﺐﻌﺘﻣ مﻮﯾ ﺔﯾﺎﮭﻧ ﻲﻓ def zero 3.7.1.2 
4-7 At the end of a hard day ﺐﻌﺘﻣ مﻮﯾ ﺔﯾﺎﮭﻧ ﻲﻓ indef zero 3.9.1.1 
4-8 take a pen and write ﺐﺘﻜﺗو ﻢﻠﻗ ﺬﺧﺄﺗ indef zero 3.9.1.6 
4-9 take a paintbrush and paint ﻢﺳﺮﺗو ﻢﺳﺮﻟا ةﺎﺷﺮﻓ ﻚﺴﻤﺗ وأ indef zero 3.9.1.6 
4-10 Even at --home, you can find that it helps relieve  ﻦﻣ ﺔﺣاﺮﻟا ﻰﻠﻋ ﺪﻋﺎﺴﺘﺳ ﺎﮭﻧأ ﺪﺠﺘﺳ ،ﮫﺴﻔﻧ لﺰﻨﻤﻟا ﻲﻓ ﻰﺘﺣ وأ zero Def. al- 3.8.10 
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stress daily! ..ﺔﯿﻣﻮﯿﻟا طﻮﻐﻀﻟا 
4-11 One of the best ways to get exercise is through 
walking ﻲﺷﻣﻟا وﻫ ﺔﺿﺎرﻟا ﺔﺳرﺎﻣﻣﻟ   قرطﻟا ﻞﺿﻓأ نﻣ 
def Def. al- 3.7.1.6 
4-12 One of the best ways to get exercise is through --
walking. ﻲﺷﻣﻟا وﻫ ﺔﺿﺎرﻟا ﺔﺳرﺎﻣﻣ قرط ﻞﺿﻓأ نﻣ 
zero Def. al-  
4-13 Which is highly recommended by --doctors 
because it is low impact ﺳ رﯾﺛﺄﺗ وذ ﻪﻧو بﺑﺳ ءﺎطﻷا ﻪ ﺢﺻﻧﯾ &ذﻟاو 
zero Def. al- 3.8.1 
5-1E It is a special occasion not only for the respective 
mother and father, but also for the entire family 
and their friends 
 ةرﺳﻷا دارﻓأ ﻞﻛﻟ نﻛﻟو ،مﻷاو بﻸﻟ ﻘﻓ سﻟ ،ﺔﺻﺎﺧ ﺔﺳﺎﻧﻣ ﺎﻬﻧإ
ءﺎﻗدﺻﻷاو 
indef zero 3.9.1.2 
5-2 It is a special occasion not only for the respective 
mother and father, but also for the entire family 
and their friends 
 ةرﺳﻷا دارﻓأ ﻞﻛﻟ نﻛﻟو ،مﻷاو بﻸﻟ ﻘﻓ سﻟ ،ﺔﺻﺎﺧ ﺔﺳﺎﻧﻣ ﺎﻬﻧإ
ءﺎﻗدﺻﻷاو 
def Def.  al- 3.7.1.1 
5-3 It is a special occasion not only for the respective 
mother and father, but also for the entire family 
and their friends 
 ةرﺳﻷا دارﻓأ ﻞﻛﻟ نﻛﻟو ،مﻷاو بﻸﻟ ﻘﻓ سﻟ ،ﺔﺻﺎﺧ ﺔﺳﺎﻧﻣ ﺎﻬﻧإ
ءﺎﻗدﺻﻷاو 
def Def. al- 3.7.1.1 
5-4 Celebrate this --joyous occasion with style ﺔﻗﺎﻧﺄ ﺔﺟِﻬﺑٌﻣﻟا ﺔﺳﺎﻧﻣﻟا ﻩذﻬﺑ ﻞﻔﺗﺣا zero Def. al- 3.7.6 
5-5 --Baby beds with a number of tiny pillows in 
different shapes 
 لﺎﻜﺷﻷا تاذ ةﺮﯿﻐﺼﻟا ﺪﺋﺎﺳﻮﻟا ﻦﻣ ﺔﻋﻮﻤﺠﻣ ﻊﻣ لﺎﻔطﻻأ ةﺮﺳأ
ﺔﻔﻠﺘﺨﻤﻟا 
zero Def. al- 3.8.1 
5-6 Baby beds with a number of tiny pillows in 
different shapes 
 لﺎﻜﺷﻷا تاذ ةﺮﯿﻐﺼﻟا ﺪﺋﺎﺳﻮﻟا ﻦﻣ ﺔﻋﻮﻤﺠﻣ ﻊﻣ لﺎﻔطﻻأ ةﺮﺳأ
ﺔﻔﻠﺘﺨﻤﻟا 
indef zero 3.9.1.7 
5-7 Baby beds with a number of --tiny pillows in 
different shapes 
 لﺎﻜﺷﻷا تاذ ةﺮﯿﻐﺼﻟا ﺪﺋﺎﺳﻮﻟا ﻦﻣ ﺔﻋﻮﻤﺠﻣ ﻊﻣ لﺎﻔطﻻأ ةﺮﺳأ
ﺔﻔﻠﺘﺨﻤﻟا 
zero Def. al-  
5-8 Baby beds with a number of tiny pillows in --
different shapes 
 لﺎﻜﺷﻷا تاذ ةﺮﯿﻐﺼﻟا ﺪﺋﺎﺳﻮﻟا ﻦﻣ ﺔﻋﻮﻤﺠﻣ ﻊﻣ لﺎﻔطﻻأ ةﺮﺳأ
ﺔﻔﻠﺘﺨﻤﻟا 
zero Def. al- 3.8.1 
5-9 A baby bed is very useful because babies soil the 
bed frequently and to have a spare one always 
helps 
 ،ﺔﻤﺋاد ﺔﻔﺼﺑ ةﺮﺳﻷا نﻮﺨﻄﻠﯾ لﺎﻔطﻷا نﻷ ًاﺪﺟ ﻊﻓﺎﻧ ﻞﻔﻄﻟا ﺮﯾﺮﺳ نإ
ﺪﯿﻛﺄﺘﻟﺎﺑ ﺪﻋﺎﺴﯾ ﻲﻓﺎﺿإ ﺮﯾﺮﺳ دﻮﺟوو 
indef Def. 
addition 
3.9.1.2 
5-10 A baby bed is very useful because --babies soil the 
bed frequently and to have a spare one always 
helps 
 ،ﺔﻤﺋاد ﺔﻔﺼﺑ ةﺮﺳﻷا نﻮﺨﻄﻠﯾ لﺎﻔطﻷا نﻷ ًاﺪﺟ ﻊﻓﺎﻧ ﻞﻔﻄﻟا ﺮﯾﺮﺳ نإ
ﻲﻛﺄﺘﻟﺎﺑ ﺪﻋﺎﺴﯾ ﻲﻓﺎﺿإ ﺮﯾﺮﺳ دﻮﺟوو 
zero Def. al- 3.8.1 
5-11 A baby bed is very useful because babies soil the 
bed frequently and to have a spare one always 
 ،ﺔﻤﺋاد ﺔﻔﺼﺑ ةﺮﺳﻷا نﻮﺨﻄﻠﯾ لﺎﻔطﻷا نﻷ ًاﺪﺟ ﻊﻓﺎﻧ ﻞﻔﻄﻟا ﺮﯾﺮﺳ نإ
ﻲﻛﺄﺘﻟﺎﺑ ﺪﻋﺎﺴﯾ ﻲﻓﺎﺿإ ﺮﯾﺮﺳ دﻮﺟوو 
indef zero  
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helps 
5-12 --Baby wraps and blankets تﺎﯿﻧﺎﻄﺒﻟا و ﻞﻔﻄﻟا تﺎﻓﺎﻔﻟ zero Def. 
addition 
3.8.1 
5-13  Baby wraps and --blankets تﺎﯿﻧﺎﻄﺒﻟا و ﻞﻔﻄﻟا تﺎﻓﺎﻔﻟ zero Def. al- 3.8.1 
5-14  Baby skin is very soft  ًاﺪﺟ ﻖﯿﻗر ﻞﻔﻄﻟا ﺪﻠﺟ نإ zero Def. 
addition 
3.9.1.6 
5-15 buy --soft wraparounds for the baby ﻲﺒﯿﺒﻠﻟ ﺔﻤﻋﺎﻧ تﺎﻓﺎﻔﻟ يﺮﺘﺸﺗ نأ zero zero 3.8.1 
5-16 buy soft wraparounds for the baby ﻲﺒﯿﺒﻠﻟ ﺔﻤﻋﺎﻧ تﺎﻓﺎﻔﻟ يﺮﺘﺸﺗ نأ def Def. al- 3.7.1.1 
5-17 --Baby clothes ﻞﻔطﻟا سﻼﻣ zero Def. addition 
3.8.1 
5-18 Loose and soft clothes are always the best. .ًﺎﻣﺋاد ﻞﺿﻓﻷا ﻲﻫ ﻪﻣﻋﺎﻧﻟا و ﺔﻌﺳاوﻟا سﻼﻣﻟﺎﻓ def Def. al- 3.7.1.6 
5-19 Remember to avoid --buttoned or buckled 
apparel. .رارزﻷا وأ مزﺎﻷﺎ ةوﺳﻣﻟا سﻼﻣﻟا بﻧﺟﺗﺗ نأ رذﺗ 
zero Def. al- 3.8.2 
5-20 caps, hoods and socks.--This also applies to  براﻮﺠﻟاو (ةﻮﺴﻨﻠﻗ ﻊﻤﺟ) ﺲﻧﻼﻘﻟا و تﺎﻌﺒﻘﻟا ﻲﻓ لﺎﺤﻟا ﺲﻔﻧو zero Def.  al- 3.8.1 
5-21 --Body suits are considered ideal as they cover the 
baby from head to toe without the help of 
drawstrings and buttons. 
 مﺪﻘﻟا ﻰﺘﺣ سأﺮﻟا ﻦﻣ ﻞﻔﻄﻟا ﻲﻄﻐﺗ ﺎﮭﻧﻷ ﺔﯿﻟﺎﺜﻣ لﺎﻔطﻷا لﺪﺑ ﺮﺒﺘﻌﺗو
.رارزأ وأ ﻂﺑاور نوﺪﺑ ، 
zero Def. 
addition 
3.8.1 
5-22 Body suits are considered ideal as they cover the 
baby from head to toe without the help of 
drawstrings and buttons. 
 مﺪﻘﻟا ﻰﺘﺣ سأﺮﻟا ﻦﻣ ﻞﻔﻄﻟا ﻲﻄﻐﺗ ﺎﮭﻧﻷ ﺔﯿﻟﺎﺜﻣ لﺎﻔطﻷا لﺪﺑ ﺮﺒﺘﻌﺗو
.رارزأ وأ ﻂﺑاور نوﺪﺑ ، 
def Def.  al- 3.7.1.1 
5-23 Body suits are considered ideal as they cover the 
baby from --head to toe without the help of 
drawstrings and buttons. 
 ﻦﻣ ﻞﻔﻄﻟا ﻲﻄﻐﺗ ﺎﮭﻧﻷ ﺔﯿﻟﺎﺜﻣ لﺎﻔطﻷا لﺪﺑ ﺮﺒﺘﻌﺗوﻟا ﻰﺘﺣ سأﺮ مﺪﻘﻟا
.رارزأ وأ ﻂﺑاور نوﺪﺑ ، 
zero Def. al- 3.8.11 
5-24 Pacifiers, rattlers, and chimes are among other 
occasion. theitems that are appropriate for  ..سارﺟﻷا و ،ﺔﺧﯾﺷﺧﺷﻟا و ،(ةزازﺑﻟا) ﺔﺻﺎﺻﻣﻟا   نﻣ اذﻫ ﻞ ﻪﺳﺎﻧﻣﻟا كﻠﺗﻟ ﺔﺳﺎﻧﻣﻟا ءﺎﺷﻷا 
def Def.  al- 3.7.1.1 
5-25 Shower items form a very important part of baby --
gifts 
ﺔﻣﺎﮭﻟا لﺎﻔطﻷا ﺎﯾاﺪھ ﺪﺣأ ﻞﺜﻤﺗ مﺎﻤﺤﺘﺳﻻا داﻮﻣو zero Def. 
addition 
3.8.1 
5-26 very important part of baby  aShower items form 
gifts 
ﺔﻣﺎﮭﻟا لﺎﻔطﻷا ﺎﯾاﺪھ ﺪﺣأ ﻞﺜﻤﺗ مﺎﻤﺤﺘﺳﻻا داﻮﻣو indef zero 3.9.1.2 
5-27 --Moms can be gifted shower aprons. .ﻚﻟﺬﻛ مﺎﻤﺤﺘﺳﻷا طﻮﻓ تﺎﮭﻣﻷا ءاﺪھإ ﻦﻜﻤﻤﻟا ﻦﻣو zero Def.  al- 3.8.1 
5-28 Ideal gifts include --rocking chairs and horses. ﺔﯿﻟﺎﺜﻤﻟا ﺎﯾاﺪﮭﻟا ﻦﻣ ﺔﻨﺼﺣﻷا و ةزاﺰﮭﻟا ﻲﺳاﺮﻜﻟا نﺈﻓ zero Def. al- 3.8.1 
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5-29 It is better if --chocolates and other goodies 
accompany gifts.  Dوﻠﺣﻟا ضﻌ و ﺔﺗﻻوﺷﻟا ﺎادﻬﻟا بﺣﺻ اذإ ﻞﺿﻓﻷا نﻣ 
zero Def.  al- 3.8.1 
6-1E --Arabic is one of the oldest languages in the world  
today 
 ﺎﮭﻨﻘﺘﯾ ﻲﺘﻟاو ﻢﻟﺎﻌﻟا ﻲﻓ مﺪﻗﻷا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺮﺒﺘﻌﺗ
مﻮﯿﻟا 
zero De.  al- 3.8.2 
6-2 Arabic is one of the oldest languages in the world  
today 
 ﺎﮭﻨﻘﺘﯾ ﻲﺘﻟاو ﻢﻟﺎﻌﻟا ﻲﻓ مﺪﻗﻷا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺮﺒﺘﻌﺗ
مﻮﯿﻟا 
def Def. al- 3.7.1.6 
6-3 Arabic is one of the oldest languages in the world  
today 
 ﺎﮭﻨﻘﺘﯾ ﻲﺘﻟاو ﻢﻟﺎﻌﻟا ﻲﻓ مﺪﻗﻷا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺮﺒﺘﻌﺗ
مﻮﯿﻟا 
def Def.  al- 3.7.1.3 
6-4 Arabic is one of the oldest languages in the world  
--today 
 ﺎﮭﻨﻘﺘﯾ ﻲﺘﻟاو ﻢﻟﺎﻌﻟا ﻲﻓ مﺪﻗﻷا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺮﺒﺘﻌﺗ
مﻮﯿﻟا 
zero Def. al- 3.7.4 
6-5 It is the official language of Algeria, Bahrain, 
Comoros, Egypt and Libya 
ﺎﯿﺒﯿﻟو ﺮﺼﻣو ،ﺮﻤﻘﻟا رﺰﺟو ،ﻦﯾﺮﺤﺒﻟاو ،ﺮﺋاﺰﺠﻠﻟ ﺔﯿﻤﺳﺮﻟا ﺔﻐﻠﻟا ﺎﮭﻧأ def Def.  al- 3.7.1.2 
6-6 It is the official language of --Algeria, Bahrain, 
Comoros, Egypt and Libya 
ﺎﯿﺒﯿﻟو ﺮﺼﻣو ،ﺮﻤﻘﻟا رﺰﺟو ،ﻦﯾﺮﺤﺒﻟاو ،ﺮﺋاﺰﺠﻠﻟ ﺔﯿﻤﺳﺮﻟا ﺔﻐﻠﻟا ﺎﮭﻧأ zero Def. al- 3.7.1.4  
6-7 It is the official language of Algeria, --Bahrain, 
Comoros, Egypt and Libya 
ﺎﯿﺒﯿﻟو ﺮﺼﻣو ،ﺮﻤﻘﻟا رﺰﺟو ،ﻦﯾﺮﺤﺒﻟاو ،ﺮﺋاﺰﺠﻠﻟ ﺔﯿﻤﺳﺮﻟا ﺔﻐﻠﻟا ﺎﮭﻧأ zero Def.  al- 3.7.1.4 
6-8 It is the official language of Algeria, Bahrain, --
Comoros, Egypt and Libya 
ﺎﯿﺒﯿﻟو ﺮﺼﻣو ،ﺮﻤﻘﻟا رﺰﺟو ،ﻦﯾﺮﺤﺒﻟاو ،ﺮﺋاﺰﺠﻠﻟ ﺔﯿﻤﺳﺮﻟا ﺔﻐﻠﻟا ﺎﮭﻧأ zero Definite 
through 
addition 
3.7.1.4 
6-9 It is the official language of Algeria, Bahrain, 
Comoros, --Egypt and Libya 
ﺎﯿﺒﯿﻟو ﺮﺼﻣو ،ﺮﻤﻘﻟا رﺰﺟو ،ﻦﯾﺮﺤﺒﻟاو ،ﺮﺋاﺰﺠﻠﻟ ﺔﯿﻤﺳﺮﻟا ﺔﻐﻠﻟا ﺎﮭﻧأ zero zero 3.7.1.4 
6-10 It is the official language of Algeria, Bahrain, 
Comoros, Egypt and --Libya 
ﺎﯿﺒﯿﻟو ﺮﺼﻣو ،ﺮﻤﻘﻟا رﺰﺟو ،ﻦﯾﺮﺤﺒﻟاو ،ﺮﺋاﺰﺠﻠﻟ ﺔﯿﻤﺳﺮﻟا ﺔﻐﻠﻟا ﺎﮭﻧأ zero zero 3.7.1.4 
6-11 There is a form of Arabic called Modern Standard 
Arabic 
ﺔﻣﺎﻌﻟا ﺔﺜﯾﺪﺤﻟا ﺔﯿﺑﺮﻌﻟا" ﻰﻋﺪﯾ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا لﺎﻜﺷأ ﻦﻣ ﻞﻜﺷ ﺔﻤﺛو indef zero 3.9.1.2 
6-12 There is a form of --Arabic called Modern Standard 
Arabic 
ﺔﻣﺎﻌﻟا ﺔﺜﯾﺪﺤﻟا ﺔﯿﺑﺮﻌﻟا" ﻰﻋﺪﯾ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا لﺎﻜﺷأ ﻦﻣ ﻞﻜﺷ ﺔﻤﺛو zero Def. al- 3.8.2 
6-13 There is a form of Arabic called --Modern Standard 
Arabic 
ﺔﻣﺎﻌﻟا ﺔﺜﯾﺪﺤﻟا ﺔﯿﺑﺮﻌﻟا" ﻰﻋﺪﯾ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا لﺎﻜﺷأ ﻦﻣ ﻞﻜﺷ ﺔﻤﺛو zero Def. al- 3.8.2 
6-14 It is understood by  --Arabic speakers and is often 
used in international organizations. 
 تﺎﻤﻈﻨﻤﻟا ﻲﻓ ﻞﻤﻌﺘﺴﯾ ﮫﻧأ ﺎﻤﻛ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ﻦﯿﻘطﺎﻨﻟا ﻢﻈﻌﻣ ﮫﻤﮭﻔﯾو
ﺔﯿﻟوﺪﻟا 
zero Def. al- 3.8.1 
6-15 It  is understood by most Arabic speakers and is 
often used in --international organizations 
 تﺎﻤﻈﻨﻤﻟا ﻲﻓ ﻞﻤﻌﺘﺴﯾ ﮫﻧأ ﺎﻤﻛ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ﻦﯿﻘطﺎﻨﻟا ﻢﻈﻌﻣ ﺎﮭﻤﮭﻔﯾو
ﺔﯿﻟوﺪﻟا 
zero Def.  al- 3.8.1 
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6-16 Arabic is considered the sixth most spoken 
language in the world even though the Arabic 
language is spread into many varying forms 
 ﻰﻟإ ﺐﻌﺸﺘﺗ ﺎﮭﻧأ ﻦﻣ ﻢﻏﺮﻟﺎﺑ ﻢﻟﺎﻌﻟا ﻰﻓ ﺔﺳدﺎﺴﻟا ﺔﺒﺗﺮﻤﻟا ﻞﺘﺤﺗ ﻲﮭﻓ
.ﺔﻔﻠﺘﺨﻤﻟا لﺎﻜﺷﻷا ﻦﻣ ﺪﯾﺪﻌﻟا 
def Def. al- 3.7.7 
6-17 In --fact, Arabic is one of the official languages of 
the United Nations and is mostly spoken in the 
Middle East and Northern Africa 
 ﻢﻣﻸﻟ ﺔﯿﻤﺳﺮﻟا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺪﻌﺗ ،ﻊﻗاﻮﻟا ﻲﻔﻓ
 ﺎﯿﻘﯾﺮﻓأو ﻂﺳوﻷا قﺮﺸﻟا ﻲﻓ ﻲﺳﺎﺳأ ﻞﻜﺸﺑ ﺎﮭﺑ ﻖﻄﻨﯾو ةﺪﺤﺘﻤﻟا
ﺔﯿﻟﺎﻤﺸﻟا 
zero Def. al- 3.8.12 
6-18 In fact, Arabic is one of the official languages of 
the United Nations and is mostly spoken in the 
Middle East and Northern Africa 
 ﻢﻣﻸﻟ ﺔﯿﻤﺳﺮﻟا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺪﻌﺗ ،ﻊﻗاﻮﻟا ﻲﻔﻓ
 ﺎﯿﻘﯾﺮﻓأو ﻂﺳوﻷا قﺮﺸﻟا ﻲﻓ ﻲﺳﺎﺳأ ﻞﻜﺸﺑ ﺎﮭﺑ ﻖﻄﻨﯾو ةﺪﺤﺘﻤﻟا
ﺔﯿﻟﺎﻤﺸﻟا 
def Def.  al- 3.7.1.5 
6-19 In fact, Arabic is one of the official languages of 
the United Nations and is mostly spoken in the 
Middle East and Northern Africa 
 ﻢﻣﻸﻟ ﺔﯿﻤﺳﺮﻟا تﺎﻐﻠﻟا ﻦﻣ ةﺪﺣاو ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺪﻌﺗ ،ﻊﻗاﻮﻟا ﻲﻔﻓ
 ﺎﯿﻘﯾﺮﻓأو ﻂﺳوﻷا قﺮﺸﻟا ﻲﻓ ﻲﺳﺎﺳأ ﻞﻜﺸﺑ ﺎﮭﺑ ﻖﻄﻨﯾو ةﺪﺤﺘﻤﻟا
ﺔﯿﻟﺎﻤﺸﻟا 
def Def. al- 3.7.1.5 
6-20  --Arabic nations enjoy great wealth due to the 
huge oil reserves found in those regions 
 ﻂﻔﻨﻟا نوﺰﺨﻣ ﻞﻀﻔﺑ ﺔﻠﺋﺎط تاوﺮﺜﺑ ﻊﺘﻤﺘﺗ ﺔﯿﺑﺮﻌﻟا ﻢﻣﻷا ﻦﻣ ﺪﯾﺪﻌﻟا
ﻖطﺎﻨﻤﻟا ﻚﻠﺗ ﻲﻓ ﻞﺋﺎﮭﻟا 
zero Def. al- 3.8.1 
6-21 Arabic nations enjoy great wealth due to the huge 
oil reserves found in those regions 
 ﻂﻔﻨﻟا نوﺰﺨﻣ ﻞﻀﻔﺑ ﺔﻠﺋﺎط تاوﺮﺜﺑ ﻊﺘﻤﺘﺗ ﺔﯿﺑﺮﻌﻟا ﻢﻣﻷا ﻦﻣ ﺪﯾﺪﻌﻟا
ﻖطﺎﻨﻤﻟا ﻚﻠﺗ ﻲﻓ ﻞﺋﺎﮭﻟا 
def Def. 
addition 
3.7.1.2 
6-22 Arabic nations enjoy great wealth due to the huge 
oil reserves found in those --regions 
 ﻂﻔﻨﻟا نوﺰﺨﻣ ﻞﻀﻔﺑ ﺔﻠﺋﺎط تاوﺮﺜﺑ ﻊﺘﻤﺘﺗ ﺔﯿﺑﺮﻌﻟا ﻢﻣﻷا ﻦﻣ ﺪﯾﺪﻌﻟا
ﻖطﺎﻨﻤﻟا ﻚﻠﺗ ﻲﻓ ﻞﺋﺎﮭﻟا 
zero Def.  al- 3.7.6 
6-23 Due to the size of the Arabic   ﺔﯿﺑﺮﻌﻟا قاﻮﺳﻷا ﻢﺠﺣ ﻞﻀﻔﺑو def Def. 
addition 
3.7.1.2 
6-24 Due to the size of the Arabic markets   ﺔﯿﺑﺮﻌﻟا قاﻮﺳﻷا ﻢﺠﺣ ﻞﻀﻔﺑو def Def.  al- 3.7.1.2 
6-25 the Arabic speaking population has great potential 
for --business online. 
 لﺎﻤﻋﻸﻟ ﺔﻤﺳد ةدﺎﻣ نﻮﻠﻜﺸﯾ ﺔﯿﺑﺮﻌﻟﺎﺑ ﻦﯿﻘطﺎﻨﻟا نﺎﻜﺴﻟا نأ
ﺔﯿﻧوﺮﺘﻜﻟﻹا 
zero Def. al- 3.8.2 
7-1E How to learn --English ﺔﯾزﯾﻠﺟﻧﻻا مﻠﻌﺗﺗ فﯾﻛ zero Def.  al- 3.8.2 
7-2 Speak without --Fear فﻮﺧ نود ثﺪﺤﺗ zero zero 3.8.2 
7-3 The biggest problem most people face in learning 
a new language is their own fear 
 عﻮﻗﻮﻟا ﻦﻣ فﻮﺨﻟا ﻲھ  ةﺪﯾﺪﺟ ﺔﻐﻟ ﻢﻠﻌﺗ ﻲﻓ سﺎﻨﻟا ﮫﺟاﻮﺗ ﺔﻠﻜﺸﻣ ﺮﺒﻛأ
ﺄﻄﺨﻟا ﻲﻓ 
def zero 3.7.1.6 
7-4 The biggest problem most people face in learning 
a new language is their own fear 
 عﻮﻗﻮﻟا ﻦﻣ فﻮﺨﻟا ﻲھ  ةﺪﯾﺪﺟ ﺔﻐﻟ ﻢﻠﻌﺗ ﻲﻓ سﺎﻨﻟا ﮫﺟاﻮﺗ ﺔﻠﻜﺸﻣ ﺮﺒﻛأ
ﺄﻄﺨﻟا ﻲﻓ 
indef zero 3.9.1.6 
7-5 The fastest way to learn anything is to do it ﮫﻤﻠﻌﺘﻟ ﺔﻟوﺎﺤﻤﺑ مﺎﯿﻘﻟا ﻮھ ءﻲﺸﻟا ﻢﻠﻌﺘﻟ ﺔﻠﯿﺳو عﺮﺳأ def zero 3.7.1.6 
7-6 learning --English requires practice ﻖﯿﺒﻄﺘﻟا ﺐﻠﻄﺘﯾ ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟا ﻢﻠﻌﺗ zero Def. al- 3.8.2 
7-7 learning English requires --practice 
 
ﻖﯿﺒﻄﺘﻟا ﺐﻠﻄﺘﯾ ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟا ﻢﻠﻌﺗ zero Def.  al- 3.8.2 
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7-8 Even if you study English at a language school it 
doesn’t mean you can’t learn outside of class 
 ﻻ اﺬھ نﺈﻓ , ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟا ﻢﯿﻠﻌﺘﻟ ﺔﺳرﺪﻣ ﻲﻓ ًﺎﺒﻟﺎط ﺖﻨﻛ ﻮﻟ ﻰﺘﺣ
ىﺮﺧأ ﻦﻛﺎﻣأ و ﻞﺋﺎﺳو ﻦﻣ ﺔﻐﻠﻟا ﻢﻠﻌﺗ ﻊﯿﻄﺘﺴﺗ ﻻ ﻚﻧأ ﻲﻨﻌﯾ 
Indef zero 3.9.1.6 
7-9   --different sources, methods and tools as 
possible, will allow you to learn faster 
 عﺎﻄﺘﺴﻤﻟا رﺪﻘﺑ ﻞﺋﺎﺳﻮﻟاو قﺮﻄﻟاو ردﺎﺼﻤﻟا ﻦﻣ ﺪﯾﺪﻌﻟا لﺎﻤﻌﺘﺳا
عﺮﺳأ ﻞﻜﺸﺑ نﻮﻜﯾ ﺔﻐﻠﻟا ﻢﻠﻌﺗ ﻞﻌﺠﯿﺳ 
zero Def. al- 3.8.1 
7-10 The internet is a fantastic resource for virtually 
anything, but for the language learner it's perfect. 
 سارﺪﻟ ﺔﺒﺴﻨﺒﻟﺎﺑو.ًﺎﯿﻠﻤﻋ ﻊﺋار رﺪﺼﻣ لﺎﺜﻤﻟا ﻞﯿﺒﺳ ﻰﻠﻋ ﺖﻧﺮﺘﻧﻹا
رﺪﺼﻣ ﺮﺒﺘﻌﯾ ﺔﻐﻠﻟا 
def Def. al- 3.7.9 
7-11 The internet is a fantastic resource for virtually 
anything, but for the language learner it's perfect. 
 سارﺪﻟ ﺔﺒﺴﻨﺒﻟﺎﺑو.ًﺎﯿﻠﻤﻋ ﻊﺋار رﺪﺼﻣ لﺎﺜﻤﻟا ﻞﯿﺒﺳ ﻰﻠﻋ ﺖﻧﺮﺘﻧﻹا
رﺪﺼﻣ ﺮﺒﺘﻌﯾ ﺔﻐﻠﻟا 
indef zero 3.9.1.9 
7-12 Watch --English news, movies and television  ﺔﻐﻠﻟﺎﺑ ﺔﯿﻧﻮﯾﺰﻔﻠﺘﻟا تاﻮﻨﻘﻟاو مﻼﻓﻷا , ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟﺎﺑ رﺎﺒﺧﻹا ﺪھﺎﺷ
ﺔﯾﺰﯿﻠﺠﻧﻹا 
zero Def. al- 3.8.2 
7-13 Watch English news, --movies and television  ﺔﻐﻠﻟﺎﺑ ﺔﯿﻧﻮﯾﺰﻔﻠﺘﻟا تاﻮﻨﻘﻟاو مﻼﻓﻷا , ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟﺎﺑ رﺎﺒﺧﻹا ﺪھﺎﺷ
يﺰﯿﻠﺠﻧﻹا 
zero Def. al- 3.8.1 
7-14 Watch English news, movies and --television  ﺔﻐﻠﻟﺎﺑ ﺔﯿﻧﻮﯾﺰﻔﻠﺘﻟا تاﻮﻨﻘﻟاو مﻼﻓﻷا , ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟﺎﺑ رﺎﺒﺧﻹا ﺪھﺎﺷ
يﺰﯿﻠﺠﻧﻹا 
zero Def. al- 3.8.12 
7-15 Listen to --English music ﺔﯾﺰﯿﻠﺠﻧﻻا ﻰﻘﯿﺳﻮﻤﻟا ﻰﻟا ﻊﻤﺘﺳا zero Def. al- 3.8.2 
7-16 --Music can be a very effective method of learning 
English 
ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟا ﻢﻠﻌﺗ ﻲﻓ ًاﺪﺟ ةﺮﺛﺆﻣ ﺔﻠﯿﺳو نﻮﻜﺗ نأ ﻦﻜﻤﻣ ﻰﻘﯿﺳﻮﻤﻟا zero Def. al- 3.8.2 
7-17 In fact, it is often used as a way of improving 
comprehension 
بﺎﻌﯿﺘﺳﻹا ﺮﯾﻮﻄﺗ ﻲﻓ ﺔﻣﺪﺨﺘﺴﻣ ﻰﻘﯿﺳﻮﻤﻟا نأ ﻊﻗاﻮﻟا ﻰﻓ zero Def. al- 3.8.12 
7-18 In fact, it is often used as a way of improving –
comprehension. 
بﺎﻌﯿﺘﺳﻹا ﺮﯾﻮﻄﺗ ﻲﻓ ﺔﻣﺪﺨﺘﺴﻣ ﻰﻘﯿﺳﻮﻤﻟا نأ ﻊﻗاﻮﻟا ﻰﻓ zero Def. al- 3.8.2 
7-19 The best way to learn  is to get the lyrics (words) 
to the songs you are listening to and try to read 
them as the artist sings. 
 تﺎﻤﻠﻛ ﻰﻠﻋ لﻮﺼﺤﻟا ﻲھ ﻲﻧﺎﻏﻷا عﺎﻤﺳ ﺮﺒﻋ ﻢﻠﻌﺘﻠﻟ ﺔﻠﯿﺳو ﻞﻀﻓأو
 ﻮﻟو ﺎﻤﻛ ﻚﻟذ ءﺎﻨﺛأ و ﺔﯿﻨﻏﻷا عﺎﻤﺳ ﻞﺒﻗ ﺎﮭﺗءاﺮﻗو , ﺔﺑﻮﺘﻜﻣ ﺔﯿﻨﻏﻷا
ﻲﻨﻐﻤﻟا ﺖﻨﻛ 
def Def. al- 3.7.1.1 
7-20 There are several good internet sites where one 
can find the words for --songs. 
 ﺎﮭﻟﻼﺧ ﻦﻣ ﻞﺼﺤﺗ نأ ﻚﻨﻜﻤﯾ ﺖﻧﺮﺘﻧﻻا ﻰﻠﻋ ﻊﻗاﻮﻤﻟا ﻦﻣ ﺪﯾﺪﻌﻟا كﺎﻨھ
ﻲﻧﺎﻏﻷا ﺐﻠﻏأ تﺎﻤﻠﻛ ﻰﻠﻋ
zero Def. al- 3.8.1 
7-21 Only by studying things like --Grammar and 
Vocabulary and doing exercises 
ﻂﻘﻓ ﻦﯾرﺎﻤﺘﻟا ﻖﯿﺒﻄﺗو تﺎﻤﻠﻜﻟاو ﺔﻐﻠﻟا ﺪﻋاﻮﻗ ﺔﺳارﺪﺑ zero Definite 
through 
addition 
3.8.2 
7-22 Only by studying things like grammar and 
vocabulary and doing exercises 
ﻂﻘﻓ ﻦﯾرﺎﻤﺘﻟا ﻖﯿﺒﻄﺗو تﺎﻤﻠﻜﻟاو ﺔﻐﻠﻟا ﺪﻋاﻮﻗ ﺔﺳارﺪﺑ zero Def.  al- 3.8.2 
7-23 Only by studying things like grammar and 
vocabulary and doing --exercises 
ﻂﻘﻓ ﻦﯾرﺎﻤﺘﻟا ﻖﯿﺒﻄﺗو تﺎﻤﻠﻜﻟاو ﺔﻐﻠﻟا ﺪﻋاﻮﻗ ﺔﺳارﺪﺑ zero Def.  al- 3.8.1 
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7-24 One of the best reasons for doing exercises and 
tests is that they give you a benchmark to 
compare your future results with 
 ﺔﺻﺮﻓ ﻚﯿﻄﻌﺗ ﺎﮭﻧأ ﻮھ تارﺎﺒﺘﺧﻷاو ﻦﯾرﺎﻤﺘﻟﺎﺑ مﺎﯿﻘﻟا بﺎﺒﺳأ ﻢھأ ﺪﺣأ
ﺔﻘﺑﺎﺴﻟا تﺎﻣﻼﻌﻟا ﻊﻣ ﺔﯿﻠﺒﻘﺘﺴﻤﻟا ﻚﺗﺎﻣﻼﻋ ﻦﯿﺑ ﺔﻧرﺎﻘﻤﻟا 
def zero 3.7.1.6 
7-25 One of the best reasons for doing  --exercises and 
tests is that they give you a benchmark to 
compare your future results with 
 ﺔﺻﺮﻓ ﻚﯿﻄﻌﺗ ﺎﮭﻧأ ﻮھ تارﺎﺒﺘﺧﻷاو ﻦﯾرﺎﻤﺘﻟﺎﺑ مﺎﯿﻘﻟا بﺎﺒﺳأ ﻢھأ ﺪﺣأ
ﺔﻘﺑﺎﺴﻟا تﺎﻣﻼﻌﻟا ﻊﻣ ﺔﯿﻠﺒﻘﺘﺴﻤﻟا ﻚﺗﺎﻣﻼﻋ ﻦﯿﺑ ﺔﻧرﺎﻘﻤﻟا 
zero Def.  al- 3.8.1 
7-26 One of the best reasons for doing exercises and 
tests is that they give you a benchmark to 
compare your future results 
 ﺔﺻﺮﻓ ﻚﯿﻄﻌﺗ ﺎﮭﻧأ ﻮھ تارﺎﺒﺘﺧﻷاو ﻦﯾرﺎﻤﺘﻟﺎﺑ مﺎﯿﻘﻟا بﺎﺒﺳأ ﻢھأ ﺪﺣأ
ﺔﻘﺑﺎﺴﻟا تﺎﻣﻼﻌﻟا ﻊﻣ ﺔﯿﻠﺒﻘﺘﺴﻤﻟا ﻚﺗﺎﻣﻼﻋ ﻦﯿﺑ ﺔﻧرﺎﻘﻤﻟا 
indef zero 3.9.1.9 
7-27 It is by comparing your score on a test you took 
yesterday with one you took a month or six 
months ago 
ﺮﮭﺷأ ﺔﺘﺳ وا ﺮﮭﺷ ﻞﺒﻗ ﮫﺗﺬﺧأ ﺎﻣ ﻊﻣ ﺲﻣا ﮫﺗﺬﺧأ ﺎﻣ ﺔﻧرﺎﻘﻣ Indef zero 3.9.1.5 
8-1A --Australia threatened to contest or (protest) 
against proposed American Agricultural law at the 
International Trade Organization 
 مﺎﻣأ ﻲﻜﯾﺮﻣأ ﻲﻋارز نﻮﻧﺎﻗ عوﺮﺸﻣ ﻲﻓ ﻦﻌﻄﻟﺎﺑ ﺎﯿﻟاﺮﺘﺳا تدﺪھ
ﺔﯿﻤﻟﺎﻌﻟا ةرﺎﺠﺘﻟا ﺔﻤﻈﻨﻣ 
 
zero zero 3.7.1.4 
8-2 Australia threatened to contest or (protest) 
against proposed --American Agricultural law at 
the International Trade Organization 
 مﺎﻣأ ﻲﻜﯾﺮﻣأ ﻲﻋارز نﻮﻧﺎﻗ عوﺮﺸﻣ ﻲﻓ ﻦﻌﻄﻟﺎﺑ ﺎﯿﻟاﺮﺘﺳا تدﺪھ
ﺔﯿﻤﻟﺎﻌﻟا ةرﺎﺠﺘﻟا ﺔﻤﻈﻨﻣ 
zero zero 3.8.2 
8-3 Australia threatened to contest or (protest) 
against proposed American Agricultural law at the 
International Trade Organization 
 مﺎﻣأ ﻲﻜﯾﺮﻣأ ﻲﻋارز نﻮﻧﺎﻗ عوﺮﺸﻣ ﻲﻓ ﻦﻌﻄﻟﺎﺑ ﺎﯿﻟاﺮﺘﺳا تدﺪھ
ﺔﯿﻤﻟﺎﻌﻟا ةرﺎﺠﺘﻟا ﺔﻤﻈﻨﻣ 
 
def Definite 
through 
addition 
3.7.1.5 
8-4 The Asians seemed willing to give support for the 
American Law as it means a reduction of the price 
of the goods they import. 
 نﻮﻧﺎﻘﻠﻟ ﻢﻋﺪﻟا ﺾﻌﺑ ﻢﯾﺪﻘﺘﻟ ﻦﯾﺪﻌﺘﺴﻣ اوﺪﺑ ﻦﯿﯾﻮﯿﺳﻵا ﻦﯾدرﻮﺘﺴﻤﻟا
 ﻰﻜﯾﺮﻣﻻا تﺎﺠﺘﻨﻤﻟا رﺎﻌﺳأ ضﺎﻔﺨﻧا ﻲﻨﻌﯾ ﮫﻧﻷ اﺮﻈﻧ ﺪﯾﺪﺠﻟا  
def Def.  al- 3.7.1.4 
8-5 The Asians seemed willing to give   --support for 
the American Law  
 نﻮﻧﺎﻘﻠﻟ ﻢﻋﺪﻟا ﺾﻌﺑ ﻢﯾﺪﻘﺘﻟ ﻦﯾﺪﻌﺘﺴﻣ اوﺪﺑ ﻦﯿﯾﻮﯿﺳﻵا ﻦﯾدرﻮﺘﺴﻤﻟا
 ﻰﻜﯾﺮﻣﻻا 
zero Def. al- 3.8.2 
8-6 The Asians seemed willing to give support for the 
American Law as it means a reduction of the price 
of the goods they import. 
 نﻮﻧﺎﻘﻠﻟ ﻢﻋﺪﻟا ﺾﻌﺑ ﻢﯾﺪﻘﺘﻟ ﻦﯾﺪﻌﺘﺴﻣ اوﺪﺑ ﻦﯿﯾﻮﯿﺳﻵا ﻦﯾدرﻮﺘﺴﻤﻟا
 ﻰﻜﯾﺮﻣﻻا تﺎﺠﺘﻨﻤﻟا رﺎﻌﺳأ ضﺎﻔﺨﻧا ﻲﻨﻌﯾ ﮫﻧﻷ اﺮﻈﻧ ﺪﯾﺪﺠﻟا  
def Def. al- 3.7.1.1 
8-7 The Asians seemed willing to give some support 
for the American Law as it means a reduction of 
ﻢﻋﺪﻟا ﺾﻌﺑ ﻢﯾﺪﻘﺘﻟ ﻦﯾﺪﻌﺘﺴﻣ اوﺪﺑ ﻦﯿﯾﻮﯿﺳﻵا ﻦﯾدرﻮﺘﺴﻤﻟا 
تﺎﺠﺘﻨﻤﻟا رﺎﻌﺳأ ضﺎﻔﺨﻧا ﻲﻨﻌﯾ ﮫﻧﻷ اﺮﻈﻧ ﺪﯾﺪﺠﻟا ﻲﻜﯾﺮﻣﻷا نﻮﻧﺎﻘﻠﻟ 
indef zero 3.9.1.6 
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the price of the goods they import. 
8-8 A reduction of the price of the goods they import. تﺎﺠﺘﻨﻤﻟا رﺎﻌﺳأ ضﺎﻔﺨﻧا ﻲﻨﻌﯾ ﮫﻧﻷ def Definite 
through 
addition 
3.7.1.2 
8-9 A strong competition   ﮫﯾرﺎﺿ ﮫﺴﻓﺎﻨﻣ  indef zero 3..9.1.6 
8-10 A strong competition is taken place between the 
Australians and the Americans over exporting --
wheat and cotton. 
 ﺮﯾﺪﺼﺗ ﻰﻠﻋ هﺪﺤﺘﻤﻟا تﺎﯾﻻﻮﻟاو ﺎﯿﻟاﺮﺘﺳا ﻦﯿﺑ ﮫﯾرﺎﺿ ﮫﺴﻓﺎﻨﻣ روﺪﺗو
ﻦﻄﻘﻟاو ﺢﻤﻘﻟا 
zero Def. al- 3.8.2 
8-11 A strong competition is taken place between the 
Australians and the Americans over exporting 
wheat and -- cotton. 
 ﺮﯾﺪﺼﺗ ﻰﻠﻋ هﺪﺤﺘﻤﻟا تﺎﯾﻻﻮﻟاو ﺎﯿﻟاﺮﺘﺳا ﻦﯿﺑ ﮫﯾرﺎﺿ ﮫﺴﻓﺎﻨﻣ روﺪﺗو
ﻦﻄﻘﻟاو ﺢﻤﻘﻟا 
zero Def. al- 3.8.2 
8-12 The Australian government criticized the law 
approved by the Congress last Friday and will last 
for six years 
 سﺮﻐﻧﻮﻜﻟا هﺮﻗا ىﺬﻟا نﻮﻧﺎﻘﻟا عوﺮﺸﻣ  ﮫﯿﻟاﺮﺘﺳﻷا ﮫﻣﻮﻜﺤﻟا تﺪﻘﺘﻧاو 
 مﻮﯾماﻮﻋأ ﺔﺘﺳ ةﺪﻤﻟ ﻲﺿﺎﻤﻟا ﮫﻌﻤﺠﻟا  
def Def. al- 3.7.1.3 
8-13 The Australian government criticized the law 
approved by the Congress last Friday and will last 
for six years. 
 سﺮﻐﻧﻮﻜﻟا هﺮﻗا ىﺬﻟا نﻮﻧﺎﻘﻟا عوﺮﺸﻣ  ﮫﯿﻟاﺮﺘﺳﻷا ﮫﻣﻮﻜﺤﻟا تﺪﻘﺘﻧاو 
 مﻮﯾماﻮﻋأ ﺔﺘﺳ ةﺪﻤﻟ ﮫﻌﻤﺠﻟا  
def Def.  al- 3.7.1.3 
8-14 The Australian government criticized the law 
approved by the Congress-- last Friday and will last 
for six years 
نﻮﻧﺎﻘﻟا عوﺮﺸﻣ  ﮫﯿﻟاﺮﺘﺳﻷا ﮫﻣﻮﻜﺤﻟا تﺪﻘﺘﻧاو  سﺮﻐﻧﻮﻜﻟا هﺮﻗا ىﺬﻟا  
ماﻮﻋأ ﺔﺘﺳ ةﺪﻤﻟ ﮫﻌﻤﺠﻟا مﻮﯾ 
zero Def. al- 3.7.4 
9-1E The U.S. military in Iraq discovered two computer 
disks containing photographs, evacuation plans 
and academic information 
 نﺎﯾوﺗﺣﯾ ﻲﻟآ بﺳﺎﺣ ﻲﺻرﻗ ﻰﻠﻋ قارﻌﻟﺎﺑ ﺔﯾﻛﯾرﻣﻷا تاوﻘﻟا ترﺛﻋ
ءﻼﺧإ ططﺧو ﮫﯾﻣﯾدﺎﻛا تﺎﻣوﻠﻌﻣ ﻰﻠﻋ 
def Def. al- 3.7.1.3 
9-2 The U.S. military in --   Iraq discovered two 
computer disks containing photographs, 
evacuation plans and academic information 
 نﺎﯾوﺗﺣﯾ ﻲﻟآ بﺳﺎﺣ ﻲﺻرﻗ ﻰﻠﻋ قارﻌﻟﺎﺑ ﺔﯾﻛﯾرﻣﻷا تاوﻘﻟا ترﺛﻋ
ءﻼﺧإ ططﺧو ﮫﯾﻣﯾدﺎﻛا تﺎﻣوﻠﻌﻣ ﻰﻠﻋ 
zero Def. al- 3.7.1.4 
9-3 The U.S. military in Iraq discovered two computer 
disks containing photographs, evacuation plans 
and --academic information 
 نﺎﯾوﺗﺣﯾ ﻲﻟآ بﺳﺎﺣ ﻲﺻرﻗ ﻰﻠﻋ قارﻌﻟﺎﺑ ﺔﯾﻛﯾرﻣﻷا تاوﻘﻟا ترﺛﻋ
ءﻼﺧإ ططﺧو ﮫﯾﻣﯾدﺎﻛا تﺎﻣوﻠﻌﻣ ﻰﻠﻋ 
zero zero 3.8.2 
9-4 The U.S. military in Iraq discovered two computer 
disks containing photographs,   --evacuation plans 
and academic information 
 نﺎﯾوﺗﺣﯾ ﻲﻟآ بﺳﺎﺣ ﻲﺻرﻗ ﻰﻠﻋ قارﻌﻟﺎﺑ ﺔﯾﻛﯾرﻣﻷا تاوﻘﻟا ترﺛﻋ
ءﻼﺧإ ططﺧو ﮫﯾﻣﯾدﺎﻛا تﺎﻣوﻠﻌﻣ ﻰﻠﻋ 
zero zero 3.8.1 
9-5 Government officials said the FBI has not found  يأ تﻔﻧ ﺎﻣﻛ بﺎھرﻷﺎﺑ كﻟذﻟ ﮫﻠﺻ يأ ﮫﯾﻟاردﯾﻔﻟا ثﺣﺎﺑﻣﻟا دﺟﺗ مﻟ def Def.al- 3.7.1.3 
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any link to terrorism, and said there is no 
information including a plot against any school in 
the United States. 
 تﺎﯾﻻوﻟﺎﺑ سرادﻣ فدﮭﺗﺳﺗ هرﻣاؤﻣ دوﺟو ﻰﻟا رﯾﺷﺗ تﺎﻣوﻠﻌﻣ
ﺣﺗﻣﻟاهد  ﮫﯾﻣوﻛﺣﻟا ردﺎﺻﻣﻟا تﺣرﺻ دﻗ ﺎﻣﻛ 
9-6 Government officials said the FBI has not found 
any link to --terrorism, and said there is no 
information including a plot against any school in 
the United States. 
 يأ تﻔﻧ ﺎﻣﻛ بﺎھرﻷﺎﺑ كﻟذﻟ ﮫﻠﺻ يأ ﮫﯾﻟاردﯾﻔﻟا ثﺣﺎﺑﻣﻟا دﺟﺗ مﻟ
 تﺎﯾﻻوﻟﺎﺑ سرادﻣ فدﮭﺗﺳﺗ هرﻣاؤﻣ دوﺟو ﻰﻟا رﯾﺷﺗ تﺎﻣوﻠﻌﻣ
هدﺣﺗﻣﻟا ﮫﯾﻣوﻛﺣﻟا ردﺎﺻﻣﻟا تﺣرﺻ دﻗ ﺎﻣﻛ 
zero Def. al- 3.8.2 
9-7 Government officials said the FBI has not found 
any link to terrorism, and said there is no --
information including a plot against any school in 
the United States. 
 يأ تﻔﻧ ﺎﻣﻛ بﺎھرﻷﺎﺑ كﻟذﻟ ﮫﻠﺻ يأ ﮫﯾﻟاردﯾﻔﻟا ثﺣﺎﺑﻣﻟا دﺟﺗ مﻟ
 تﺎﯾﻻوﻟﺎﺑ سرادﻣ فدﮭﺗﺳﺗ هرﻣاؤﻣ دوﺟو ﻰﻟا رﯾﺷﺗ تﺎﻣوﻠﻌﻣ
هدﺣﺗﻣﻟا ﻲﻣوﻛﺣﻟا ردﺎﺻﻣﻟا تﺣرﺻ دﻗ ﺎﻣﻛ 
zero zero 3.8.2 
9-8 Government officials said the FBI has not found 
any link to terrorism, and said there is no 
information including a plot against any school in 
the United States. 
 يأ تﻔﻧ ﺎﻣﻛ بﺎھرﻷﺎﺑ كﻟذﻟ ﮫﻠﺻ يأ ﮫﯾﻟاردﯾﻔﻟا ثﺣﺎﺑﻣﻟا دﺟﺗ مﻟ
 تﺎﯾﻻوﻟﺎﺑ سرادﻣ فدﮭﺗﺳﺗ هرﻣاؤﻣ دوﺟو ﻰﻟا رﯾﺷﺗ تﺎﻣوﻠﻌﻣ
هدﺣﺗﻣﻟا ﮫﯾﻣوﻛﺣﻟا ردﺎﺻﻣﻟا تﺣرﺻ دﻗ ﺎﻣﻛ 
indef zero 3.9.1.6 
9-9 Government officials said the FBI has not found 
any link to terrorism, and said there is no 
information including a plot against any school in 
the United States. 
 يأ تﻔﻧ ﺎﻣﻛ بﺎھرﻷﺎﺑ كﻟذﻟ ﮫﻠﺻ يأ ﮫﯾﻟاردﯾﻔﻟا ثﺣﺎﺑﻣﻟا دﺟﺗ مﻟ
 تﺎﯾﻻوﻟﺎﺑ سرادﻣ فدﮭﺗﺳﺗ هرﻣاؤﻣ دوﺟو ﻰﻟا رﯾﺷﺗ تﺎﻣوﻠﻌﻣ
هدﺣﺗﻣﻟا ﮫﯾﻣوﻛﺣﻟا ردﺎﺻﻣﻟا تﺣرﺻ دﻗ ﺎﻣﻛ 
def Def. al- 3.7.1.5 
9-10 --Government officials said the FBI has not found 
any link to terrorism, and said there is no 
information including a plot against any school in 
the United States. 
 يأ تﻔﻧ ﺎﻣﻛ بﺎھرﻷﺎﺑ كﻟذﻟ ﮫﻠﺻ يأ ﮫﯾﻟاردﯾﻔﻟا ثﺣﺎﺑﻣﻟا دﺟﺗ مﻟ
 تﺎﯾﻻوﻟﺎﺑ سرادﻣ فدﮭﺗﺳﺗ هرﻣاؤﻣ دوﺟو ﻰﻟا رﯾﺷﺗ تﺎﻣوﻠﻌﻣ
هدﺣﺗﻣﻟا ﮫﯾﻣوﻛﺣﻟا ردﺎﺻﻣﻟا تﺣرﺻ دﻗ ﺎﻣﻛ 
zero Def. al- 3.8.1 
9-11 The material included --exit strategies, school 
codes of conduct, and information on creating a 
fearing environment, officials said. 
 تﺎﯾﺟﯾﺗارﺗﺳا ﻰﻠﻋ نﺎﯾوﺗﺣﯾ نﺎﺻرﻘﻟا نا لوؤﺳﻣ حرﺻ ﺎﻣﻛ
 دﺎﺟﯾإ نﻋ تﺎﻣوﻠﻌﻣو كوﻠﺳﻠﻟ ﮫﻣظﻧﻣ نﯾﻧاوﻗو ﻲﻧﺎﺑﻣﻟا نﻣ جورﺧﻠﻟ
ﻠﻌﺗ ﺔﺋﯾﺑ ءﺎﺷﻧإ وأﺔﯾﻣﯾ  
zero zero 3.8.1 
9-12 The material included exit strategies, school codes 
of conduct, and information on creating a fearing 
environment, officials said. 
 تﺎﯾﺟﯾﺗارﺗﺳا ﻰﻠﻋ نﺎﯾوﺗﺣﯾ نﺎﺻرﻘﻟا نا لوؤﺳﻣ حرﺻ ﺎﻣﻛ
ﻋ تﺎﻣوﻠﻌﻣو كوﻠﺳﻠﻟ ﮫﻣظﻧﻣ نﯾﻧاوﻗو ﻲﻧﺎﺑﻣﻟا نﻣ جورﺧﻠﻟ دﺎﺟﯾإ ن
ﺔﯾﻣﯾﻠﻌﺗ ﺔﺋﯾﺑ ءﺎﺷﻧإ وأ 
indef zero 3.9.1.2 
9-13 The school districts mentioned in the material 
were notified in the past few weeks. 
ﮫﯾﺿﺎﻣﻟا ﻊﯾﺑﺎﺳﻷا ﻲﻓ ﮫﻧﯾﻌﻣﻟا سرادﻣﻟا رﺎطﺧا مﺗو def Def. al- 3.7.1.2 
9-14 The school districts mentioned in the material 
were notified in the past few weeks 
ﮫﯾﺿﺎﻣﻟا ﻊﯾﺑﺎﺳﻷا ﻲﻓ ﮫﻧﯾﻌﻣﻟا سرادﻣﻟا رﺎطﺧا مﺗو def Def. al- 3.7.1 
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10-1E There was an island where all the feelings lived: 
Happiness, Sadness, Knowledge, and all of the 
others, including Love 
 ﺮﻋﺎﺸﻤﻟا ﻞﻛ ﺚﯿﺣ ةﺮﻳﺰﺟ كﺎﻨھ نﺎﻛ
 نﺰﺤﻟاو ةدﺎﻌﺴﻟا:ﺖﺷﺎﻋ ﻦﻣو ﻦﻳﺮﺧﻵا ﻞﻛو ﺔﻓﺮﻌﻤﻟاو
ﻢﮫﻨﻤﺿ .ﺐﺤﻟا  
indef zero 3.9.1.2 
10-2 There was an island where all the feelings lived: 
Happiness, Sadness, Knowledge, and all of the 
others, including Love. 
 ﺮﻋﺎﺸﻤﻟا ﻞﻛ ﺚﯿﺣ ةﺮﻳﺰﺟ كﺎﻨھ نﺎﻛ
 نﺰﺤﻟاو ةدﺎﻌﺴﻟا:ﺖﺷﺎﻋ ﻦﻣو ﻦﻳﺮﺧﻵا ﻞﻛو ﺔﻓﺮﻌﻤﻟاو
ﻢﮫﻨﻤﺿ .ﺐﺤﻟا  
def Def. al- 3.7.1.3 
10-3 there was an island where all the feelings lived: --
Happiness, Sadness, Knowledge, and all of the 
others, including Love 
ﻞﻛ ﺚﯿﺣ ةﺮﻳﺰﺟ كﺎﻨھ نﺎﻛ  ﺮﻋﺎﺸﻤﻟا
 ﻦﻣو ﻦﻳﺮﺧﻵا ﻞﻛو ﺔﻓﺮﻌﻤﻟاو نﺰﺤﻟاو ةدﺎﻌﺴﻟا:ﺖﺷﺎﻋ
ﻢﮫﻨﻤﺿ .ﺐﺤﻟا  
zero Def. al- 3.8.2 
10-4 there was an island where all the feelings lived: 
Happiness, --Sadness, Knowledge, and all of the 
others, including Love 
ﻞﻛ ﺚﯿﺣ ةﺮﻳﺰﺟ كﺎﻨھ نﺎﻛ  ﺮﻋﺎﺸﻤﻟا
 ﻦﻣو ﻦﻳﺮﺧﻵا ﻞﻛو ﺔﻓﺮﻌﻤﻟاو نﺰﺤﻟاو ةدﺎﻌﺴﻟا:ﺖﺷﺎﻋ
ﻢﮫﻨﻤﺿ .ﺐﺤﻟا  
zero Def. al- 3.8.2 
10-5 there was an island where all the feelings lived: 
Happiness, Sadness, --Knowledge, and all of the 
others, including Love 
ﻞﻛ ﺚﯿﺣ ةﺮﻳﺰﺟ كﺎﻨھ نﺎﻛ   ﺖﺷﺎﻋﺮﻋﺎﺸﻤﻟا
 ﻦﻣو ﻦﻳﺮﺧﻵا ﻞﻛو ﺔﻓﺮﻌﻤﻟاو نﺰﺤﻟاو ةدﺎﻌﺴﻟا:
ﻢﮫﻨﻤﺿ .ﺐﺤﻟا  
zero Def. al- 3.8.2 
10-6 there was an island where all the feelings lived: 
Happiness, Sadness, Knowledge, and all of the 
others, including --Love 
 ﻞﻛو ﺔﻓﺮﻌﻤﻟاو نﺰﺤﻟاو ةدﺎﻌﺴﻟا: ﺖﺷﺎﻋﺮﻋﺎﺸﻤﻟا
.ﺐﺤﻟا ﻢﮫﻨﻤﺿ ﻦﻣو ﻦﻳﺮﺧﻵا 
zero Def. al- 3.8.2 
10-7 One day it was announced to the feelings that the 
island would sink. So all constructed boats left, 
except for Love. 
 ةﺪﯿﺸﻤﻟا براﻮﻘﻟا ﻞﻛو ,قﺮﻐﺘﺳ ةﺮﻳﺰﺠﻟا نﺎﺑ ﻦﻠﻋا
ﺐﺤﻟا اﺪﻋ ﺎﻣ,تردﺎﻏ.  
def Def. al- 3.7.1.1 
10-8 One day it was announced to the feelings that the 
island would sink .So all --constructed boats left, 
except for Love. 
 ةﺪﯿﺸﻤﻟا براﻮﻘﻟا ﻞﻛو ,قﺮﻐﺘﺳ ةﺮﻳﺰﺠﻟا نﺎﺑ ﻦﻠﻋا
ﺐﺤﻟا اﺪﻋ ﺎﻣ,تردﺎﻏ.  
zero Def. al- 3.8.1 
10-9 One day it was announced to the feelings that the 
island would sink so all constructed boats left, 
except for --Love. 
 ةﺪﯿﺸﻤﻟا براﻮﻘﻟا ﻞﻛو ,قﺮﻐﺘﺳ ةﺮﻳﺰﺠﻟا نﺎﺑ ﻦﻠﻋا
.ﺐﺤﻟا اﺪﻋ ﺎﻣ,تردﺎﻏ 
zero Def. al- 3.8.2 
10-10 --Love wanted to hold out until the last possible 
moment 
.ةﺮﯿﺧﻻا ﺔﻠﻤﺘﺤﻤﻟا ﺔﻈﺤﻠﻟا ﻰﺘﺣ دﻮﻤﺼﻟا دارا ﺐﺤﻟا zero Def. al- 3.8.2 
10-11 Love wanted to hold out until the last possible 
moment 
.ةﺮﯿﺧﻻا ﺔﻠﻤﺘﺤﻤﻟا ﺔﻈﺤﻠﻟا ﻰﺘﺣ دﻮﻤﺼﻟا دارا ﺐﺤﻟا def Def.al- 3.7.1.6 
10-12 When the island had almost sunk, Love decided to 
ask for help 
 ﺐﻠط ﺐﺤﻟا رﺮﻗ قﺮﻐﻟا ﻰﻠﻋ ةﺮﻳﺰﺠﻟا ﺖﻜﺷوا ﺎﻣﺪﻨﻋ
.ةﺪﻋﺎﺴﻤﻟا 
def Def. al- 3.7.1.1 
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10-13 When the island had almost sunk, Love decided to 
ask for --help 
 ﺐﻠط ﺐﺤﻟا رﺮﻗ قﺮﻐﻟا ﻰﻠﻋ ةﺮﻳﺰﺠﻟا ﺖﻜﺷوا ﺎﻣﺪﻨﻋ
.ةﺪﻋﺎﺴﻤﻟا 
zero Def. al-  
10-14 --Richness was passing by Love in a grand boat .ﺮﯿﺒﻛ ﺐﻛﺮﻣ ﻦﻣ ﺐﺤﻟا مﺎﻣا ﻦﻣ ﻲﻨﻐﻟا ﺮﻣ zero Def  al- 3.8.8 
10-15 Richness was passing by Love in a grand boat .ﺮﯿﺒﻛ ﺐﻛﺮﻣ ﻦﻣ ﺐﺤﻟا مﺎﻣا ﻦﻣ ﻲﻨﻐﻟا ﺮﻣ indef zero 3.9.1.6 
10-16 There is a lot of --gold and silver in my boat. .ﻲﺒﻛﺮﻣ ﻲﻓ ﻪﻀﻔﻟاو ﺐھﺬﻟا ﻦﻣ ﺮﯿﺜﻜﻟا كﺎﻨھ zero Def. al- 3.8.2 
10-17 There is a lot of gold and --silver in my boat .ﻲﺒﻛﺮﻣ ﻲﻓ ﻪﻀﻔﻟاو ﺐھﺬﻟا ﻦﻣ ﺮﯿﺜﻜﻟا كﺎﻨھ Zero Def. al- 3.8.2 
10-18 --Vanity, please help me. .روﺮﻐﻟا ﺎﮫﻳا ﻰﻧﺪﻋﺎﺳ ﻚﻠﻀﻓ ﻦﻣ zero Def. al- 3.8.2 
10-19 But why did --Time help me? ؟ﻲﻧﺪﻋﺎﺳ ﺖﻗﻮﻟا اذﺎﻤﻟ ﻦﻜﻟ zero Def. al- 3.8.2 
11-1E --Mesothelioma is a severe disease that is thinning 
out its roots everywhere in the world especially in 
the United States of America. 
 
 لﻛ ﻲﻓ هروذﺟ دﻣ ﻲﻓ أدﺑ ،رﯾطﺧ ضرﻣ وھ ﺎﻣوﯾﻠﯾﺛوزﯾﻣﻟا ضرﻣ
ﺔﻛﯾرﻣﻷا ةدﺣﺗﻣﻟا تﺎﯾﻻوﻟا ﻲﻓ ﺔﺻﺎﺧو ،مﻟﺎﻌﻟا ءﺎﺣﻧأ 
zero Def. al- 3.8.8 
11-2 Mesothelioma is a severe disease that is thinning 
out its roots everywhere in the world especially in 
the United States of America. 
 لﻛ ﻲﻓ هروذﺟ دﻣ ﻲﻓ أدﺑ ،رﯾطﺧ ضرﻣ وھ ﺎﻣوﯾﻠﯾﺛوزﯾﻣﻟا ضرﻣ
ﺔﻛﯾرﻣﻷا ةدﺣﺗﻣﻟا تﺎﯾﻻوﻟا ﻲﻓ ﺔﺻﺎﺧو ،مﻟﺎﻌﻟا ءﺎﺣﻧأ 
indef Zero 3.9.1.2 
11-3 Mesothelioma is a severe disease that is thinning 
out its roots everywhere in the world especially in 
the United States of America. 
 لﻛ ﻲﻓ هروذﺟ دﻣ ﻲﻓ أدﺑ ،رﯾطﺧ ضرﻣ وھ ﺎﻣوﯾﻠﯾﺛوزﯾﻣﻟا ضرﻣ
ﺔﻛﯾرﻣﻷا ةدﺣﺗﻣﻟا تﺎﯾﻻوﻟا ﻲﻓ ﺔﺻﺎﺧو ،مﻟﺎﻌﻟا ءﺎﺣﻧأ 
def Def.  al- 3.7.1.3 
11-4 --Asbestos is a naturally occurring mineral that is 
used in insulation, clothing and fire-resistant 
materials. 
 ،سﺑﻼﻣﻟاو ،لزﻌﻟا ﻲﻓ مدﺧﺗُﺳﯾ ،ﻲﻌﯾﺑط ندﻌﻣ وھ سوﺗﺳﺑﺳﻻاو
ﻖﯾرﺣﻠﻟ ﺔﻣوﺎﻘﻣﻟا داوﻣﻟاو 
zero Def.  al- 3.8.2 
11-5 Asbestos is a naturally occurring mineral that is 
used in insulation, clothing and fire-resistant 
materials. 
 ،سﺑﻼﻣﻟاو ،لزﻌﻟا ﻲﻓ مدﺧﺗُﺳﯾ ،ﻲﻌﯾﺑط ندﻌﻣ وھ سوﺗﺳﺑﺳﻻاو
ﻖﯾرﺣﻠﻟ ﺔﻣوﺎﻘﻣﻟا داوﻣﻟاو 
indef Zero 3.9.1.2 
11-6 Asbestos is a naturally occurring mineral that is 
used in -- insulation, clothing and fire-resistant 
materials. 
 ،سﺑﻼﻣﻟاو ،لزﻌﻟا ﻲﻓ مدﺧﺗُﺳﯾ ،ﻲﻌﯾﺑط ندﻌﻣ وھ سوﺗﺳﺑﺳﻻاو
ﻖﯾرﺣﻠﻟ ﺔﻣوﺎﻘﻣﻟا داوﻣﻟاو 
zero Def. al- 3.8.2 
11-7 Its usage is often less significant than the disasters 
caused by it. 
ﮫﺑﺑﺳﯾ ﻲﺗﻟا بﺋﺎﺻﻣﻟﺎﺑ ﺎﮭﺗﻧرﺎﻘﻣﺑ ﺔﻣﯾﻗ لﻗأ ﮫﺗﺎﻣادﺧﺗﺳإ def Def.  al- 3.7.1.2 
11-8 It was discovered only lately through various tests 
 ،ﺔﯾﻧﯾﺳﻟا ﺔﻌﺷﻵا لﺛﻣ ةدﻋ تﺎﺻوﺣﻓ لﻼﺧ نﻣ كﻟذ دﻌﺑ ﮫﻓﺎﺷﺗﻛإ مﺗو
ﻼﺧ نﻣ مﺗﺗ ﻲﺗﻟا يأ ؛رﯾوﺻﺗﻟا تﺎﺻوﺣﻓو نﯾﻧرﻟا روﺻ ل
zero Def. al- 3.8.1 
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such as --X-Rays, MRI tests i.e. Magnetic 
Resonance Imagery and CAT scans or Computed 
Axial Tomography scans. 
بوﺳﺣﻣﻟا يروﺣﻣﻟا ﺢﺳﻣﻟا وأ ﺔﯾﻌطﻘﻣﻟا ﺔﻌﺷﻵاو ﻲﺳﯾطﺎﻧﻐﻣﻟا 
11-9 It was discovered only lately through various tests 
such as X-Rays, MRI tests i.e. Magnetic Resonance 
Imagery and --CAT scans or Computed Axial 
Tomography scans. 
 ،ﺔﯾﻧﯾﺳﻟا ﺔﻌﺷﻵا لﺛﻣ ةدﻋ تﺎﺻوﺣﻓ لﻼﺧ نﻣ كﻟذ دﻌﺑ ﮫﻓﺎﺷﺗﻛإ مﺗو
 نﯾﻧرﻟا روﺻ لﻼﺧ نﻣ مﺗﺗ ﻲﺗﻟا يأ ؛رﯾوﺻﺗﻟا تﺎﺻوﺣﻓو
بوﺳﺣﻣﻟا يروﺣﻣﻟا ﺢﺳﻣﻟا وأ ﺔﯾﻌطﻘﻣﻟا ﺔﻌﺷﻵاو ﻲﺳﯾطﺎﻧﻐﻣﻟا 
zero Def.  al- 3.8.1 
12-1E Although --companies try to prohibit or simply 
prevent people from downloading, MP3 download 
is a reality: MP3 is there, at anyone's disposal. 
 ﻦﻣ داﺮﻓﻷا ﻊﻨﻣ وأ ﻢﯾﺮﺤﺗ لوﺎﺤﺗ تﺎﻛﺮﺸﻟا ﺾﻌﺑ نأ ﻦﻣ ﻢﻏﺮﻟا ﻰﻠﻌﻓ
 ﻼﺑ مﻻ ا تﺎﻔﻠﻤﻓ :ﺔﻘﯿﻘﺣ ﻮھ يﺮﺛ ﻲﺑ مﻹا تﺎﻔﻠﻣ ﻞﯿﻤﺤﺘﻓ ،ﻞﯿﻤﺤﺘﻟا
 ىﺮﺛ ﺪﺣأ يأ فﺮﺼﺗ ﺖﺤﺗ ةدﻮﺟﻮﻣ.  
zero Def. al- 3.8.1 
12-2 Although companies try to prohibit or simply 
prevent --people from downloading, MP3 
download is a reality: MP3 is there, at anyone's 
disposal 
 ﻦﻣ داﺮﻓﻷا ﻊﻨﻣ وأ ﻢﯾﺮﺤﺗ لوﺎﺤﺗ تﺎﻛﺮﺸﻟا ﺾﻌﺑ نأ ﻦﻣ ﻢﻏﺮﻟا ﻰﻠﻌﻓ
 ﻼﺑ مﻻ ا تﺎﻔﻠﻤﻓ :ﺔﻘﯿﻘﺣ ﻮھ يﺮﺛ ﻲﺑ مﻹا تﺎﻔﻠﻣ ﻞﯿﻤﺤﺘﻓ ،ﻞﯿﻤﺤﺘﻟا
 ىﺮﺛ ﺪﺣأ يأ فﺮﺼﺗ ﺖﺤﺗ ةدﻮﺟﻮﻣ.  
zero Def. al- 3.8.1 
12-3 Although companies try to prohibit or simply 
prevent people from downloading, MP3 download 
is a reality: --MP3 is there, at anyone's disposal 
 ﻦﻣ داﺮﻓﻷا ﻊﻨﻣ وأ ﻢﯾﺮﺤﺗ لوﺎﺤﺗ تﺎﻛﺮﺸﻟا ﺾﻌﺑ نأ ﻦﻣ ﻢﻏﺮﻟا ﻰﻠﻌﻓ
 ﻰﺑ مﻻ ا تﺎﻔﻠﻤﻓ :ﺔﻘﯿﻘﺣ ﻮھ يﺮﺛ ﻲﺑ مﻹا تﺎﻔﻠﻣ ﻞﯿﻤﺤﺘﻓ ،ﻞﯿﻤﺤﺘﻟا
 ىﺮﺛ ﺪﺣأ يأ فﺮﺼﺗ ﺖﺤﺗ ةدﻮﺟﻮﻣ 
zero Def. al-  
12-4 All that --people need is a computer and a 
connection. 
 لﺎﺼﺗإ ﺔﻘﯾﺮط و ﻲﻟآ ﺐﺳﺎﺣ زﺎﮭﺟ ﻮھ صﺎﺨﺷﻷا ﮫﺟﺎﺘﺤﯾ ﺎﻣ ﻞﻜﻓ
ﺖﻧﺮﺘﻧﻹﺎﺑ.  
zero Def. al- 3.8.1 
12-5 All that people need is a computer and a 
connection. 
 لﺎﺼﺗإ ﺔﻘﯾﺮط و ﻲﻟآ ﺐﺳﺎﺣ زﺎﮭﺟ ﻮھ صﺎﺨﺷﻷا ﮫﺟﺎﺘﺤﯾ ﺎﻣ ﻞﻜﻓ
ﺖﻧﺮﺘﻧﻹﺎﺑ.  
indef Zero 3.9.1.2 
12-6 There are already --laws that protect the 
copyrights of the composer's or music band's  نﯾﻧﺣﻠﻣﻠﻟ رﺷﻧﻟا قوﻘﺣ ﻲﻣﺣﺗ ﻲﺗﻟا نﯾﻧاوﻘﻟا ضﻌ ﻞﻌﻔﻟﺎ كﺎﻧﻫﺔﻘﺳوﻣﻟا قرﻔﻟاو 
zero Def.  al- 3.8.1 
12-7 There are already  laws that protect the copyrights 
of the composer's or music band's  نﯾﻧﺣﻠﻣﻠﻟ رﺷﻧﻟا  قوﻘﺣ ﻲﻣﺣﺗ ﻲﺗﻟا نﯾﻧاوﻘﻟا ضﻌ ﻞﻌﻔﻟﺎ كﺎﻧﻫ قرﻔﻟاو .ﺔﻘﺳوﻣﻟا  
def Def. 
addition 
3.7.1.2 
 
 
332 
 
12-8 These laws usually keep their eyes on --websites 
and software that guarantee free MP3 download  ﺢﺗﺗ ﻲﺗﻟا ﺞﻣارﺑﻟا و ﻊﻗاوﻣﻟا ﻰﻠﻋ ًﺎﻣﺋاد ﺎﻬﻧﯾﻋأ ﻊﺿﺗ نﯾﻧاوﻘﻟا ﻩذﻫوﻲﻧﺎﻏﻸﻟ ﻲﻧﺎﺟﻣ ﻞﯾﻣﺣﺗ zero Def.  al- 3.8.1 
13-1A Vodafone Qatar is a joint venture between Qatar 
Foundation, Vodafone International 
Communications Group and local investors. 
 نوﻓادوﻓ ﺔﻋوﻣﺟﻣو رطﻗ ﺔﺳﺳؤﻣ نﯾﺑ كرﺗﺷﻣ عورﺷﻣ رطﻗ نوﻓادوﻓ
.نﯾﯾﻠﺣﻣ نرﻣﺛﺗﺳﻣو تﻻﺎﺻﺗﻼﻟ ﺔﻟودﻟا 
indef Zero 3.9.1.2 
13-2 Vodafone Qatar’s focus is on revolutionizing user 
experience, providing a wide product selection 
that offers value for money, and international and 
local calling promotions. 
 نﻣ ﻊﺳاو قﺎطﻧ مدﻘﺗو ءﻼﻣﻌﻟا ﺔﻣدﺧ ﻰﻠﻋ رطﻗ نوﻓادوﻓ زّرﺗ
 ،ﺔﻟوﺑﻘﻣ ﺔدﺎﻣ ﺔﻣﻗ ﻞﺑﺎﻘﻣ ةزﯾﻣﺗﻣ تﺎﻣدﺧ رﻓوﺗ ﻲﺗﻟا تﺎﺟﺗﻧﻣﻟا
ﻟاو ﺔﻟودﻟا تﺎﻣﻟﺎﻣﻟا ﻰﻠﻋ ضورﻋ ﻰﻟإ ﺔﻓﺎﺿﻹﺎ.ﺔﻠﺣﻣ  
indef Zero 3.9.1.2 
13-3 
Vodafone Qatar also promotes a number of --
social responsibility initiatives including: the World 
of Difference program. 
 Pﻠطﻧﻣ نﻣ تاردﺎﻣﻟا نﻣ ددﻌﻟ ﺞورﺗﻟﺎ رطﻗ نوﻓادوﻓ موﻘﺗ
"فﻼﺗﺧﻻا نﻣ مﻟﺎﻋ" ﺞﻣﺎﻧرﺑ :نﻣﺿﺗﺗو ،ﺔﻋﺎﻣﺗﺟﻻا ﺔﻟوؤﺳﻣﻟا 
zero Def.  al- 3.8.1 
13-4 
Vodafone Qatar also promotes a number of social 
responsibility initiatives including: the World of 
Difference program. 
 تاردﺎﻣﻟا نﻣ ددﻌﻟ ﺞورﺗﻟﺎ رطﻗ نوﻓادوﻓ موﻘﺗ Pﻠطﻧﻣ نﻣ
"فﻼﺗﺧﻻا  مﻟﺎﻋ" ﺞﻣﺎﻧرﺑ :نﻣﺿﺗﺗو ،ﺔﻋﺎﻣﺗﺟﻻا ﺔﻟوؤﺳﻣﻟا 
def Definite 
through 
addition 
3.7.1.2 
13-5 It helps --Qatar residents implement ideas for 
charitable projects in Qatar.  ﺔرﯾﺧﻟا مﻬﻌرﺎﺷﻣ ذﯾﻔﻧﺗ ﻰﻠﻋ رطﻗ ﺔﻟود ﻲﻓ نﺎّﺳﻟا دﻋﺎﺳ &ذﻟاوﺔﻟودﻟا ﻞﺧاد 
zero Def.  al- 3.8.1 
14-1E The Smiths have invited friends for dinner. ءﺎﺷﻌﻟا لوﺎﻧﺗﻟ ءﺎﻗدﺻﻻا ضﻌ تﻋد ثﯾﻣﺳ ﺔﻠﺋﺎﻋ def Def. through 
addition 
3.7.1.4 
14-2 Mrs Smith wants to make --strawberry cheesecake 
for dessert.  Dوﻠﺣﻟا تﻗوﻟ ﺔﻟوارﻔﻟا ﺔ ﻊﻧﺻﺗ نا درﺗ ثﯾﻣﺳ ةدﯾﺳﻟا 
zero Definite 
through  
addition 
3.8.2 
14-3 She asks Mr. Smith to visit the supermarket to buy 
a packet of sugar, butter, eggs and strawberries.  رﺳﻟا ضﻌ Dرﺗﺷو  قوﺳﻠﻟ بﻫدﯾ نا ثﯾﻣﺳ دﯾﺳﻟا نﻣ تﺑﻠطﺔﻟوارﻔﻟاو ضﺑﻟاو دVزﻟاو 
def Def.  al- 3.7.1.3 
14-4 She asks Mr. Smith to visit the supermarket to buy 
a packet of --sugar, butter, eggs and strawberries. 
 رﻛﺳﻟا ضﻌﺑ ىرﺗﺷﯾو قوﺳﻠﻟ بھدﯾ نا ثﯾﻣﺳ دﯾﺳﻟا نﻣ تﺑﻠط
ﺔﻟوارﻔﻟاو ضﯾﺑﻟاو دﺑزﻟاو 
zero Def.  al- 3.8.2 
14-5 She asks Mr. Smith to visit the supermarket to buy 
a packet of sugar, --butter, eggs and strawberries. 
 رﻛﺳﻟا ضﻌﺑ ىرﺗﺷﯾو قوﺳﻠﻟ بھدﯾ نا ثﯾﻣﺳ دﯾﺳﻟا نﻣ تﺑﻠط
ﺔﻟوارﻔﻟاو ضﯾﺑﻟاو دﺑزﻟاو 
zero Def.  al- 3.8.2 
14-6 She asks Mr. Smith to visit the supermarket to buy 
a packet of sugar, butter, --eggs and strawberries. 
 رﻛﺳﻟا ضﻌﺑ ىرﺗﺷﯾو قوﺳﻠﻟ بھدﯾ نا ثﯾﻣﺳ دﯾﺳﻟا نﻣ تﺑﻠط
ﺔﻟوارﻔﻟاو ضﯾﺑﻟاو دﺑزﻟاو 
zero Def.  al- 3.8.1 
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14-7 Mr. Smith rushes to Tesco's and returns carrying a 
large plastic bag. 
 نﻣ سﯾﻛ ﮫﻌﻣ ﻼﻣﺎﺣ ﻊﺟرو وﻛﺳﯾﺗﻟا ﻰﻟا ﺎﻋرﺳﻣ ثﯾﻣﺳ دﯾﺳﻟا بھد
كﺗﺳﻼﺑﻟا 
indef zero 3.9.1.2 
14-8 Mrs. Smith inspects the contents. 'You forgot the 
strawberries, ' she says. 
 نا ﻰﺳﻧ ثﯾﻣﺳ دﯾﺳﻟا نا تدﺟوو تﺎﯾوﺗﺣﻣﻟا ثﯾﻣﺳ ةدﯾﺳﻟا تدﻘﻔﺗ
ﺔﻟوارﻔﻟا بﻠﺟﯾ 
def Def  al- 3.7.1.1 
14-9 Mrs. Smith inspects the contents. 'You forgot the 
strawberries, ' she says. 
 نا ﻰﺳﻧ ثﯾﻣﺳ دﯾﺳﻟا نا تدﺟوو تﺎﯾوﺗﺣﻣﻟا ثﯾﻣﺳ ةدﯾﺳﻟا تدﻘﻔﺗ
ﺔﻟوارﻔﻟا بﻠﺟﯾ 
def Def. al- 3.7.1.1 
15-1E I would like to study something different at --
university? 
ﺔﻌﻣﺎﺟﻟا ﻰﻓ فﻠﺗﺧﻣ ﺊﺷ سردا نا دوا zero Def. al- 3.8.3 
15-2 Since I like --plants, I may study Biology. ءﺎﯾﺣﻻا مﻠﻋ سردا دﻘﻓ تﺎﺗﺎﺑﻧﻟا بﺣا ﻰﻧﻧا ﺎﻣﺑ zero Def. al- 3.8.1 
15-3 Since I like plants, I may study --Biology. ءﺎﯾﺣﻻا مﻠﻋ سردا دﻘﻓ تﺎﺗﺎﺑﻧﻟا بﺣا ﻰﻧﻧا ﺎﻣﺑ zero Def. al- 3.8.2 
16-1E --Aspirin can be a fatal poison. لﺗﺎﻗ مﺳ نوﻛﯾ نا نﻛﻣﯾ نﯾرﺑﺳﻻا 
 
zero Def. al- 3.8.2 
16-2 --People are used to taking aspirin whenever they 
feel pain. 
 ﺎﻣدﻧﻋ نﯾرﺑﺳﻻا لوﺎﻧﺗ سﺎﻧﻟا دﺎﺗﻋامﻟﻻﺎﺑ نورﻌﺷﯾ  zero Def. al- 3.8.1 
16-3 People are used to taking aspirin whenever they 
feel --pain 
مﻟﻻﺎﺑ نورﻌﺷﯾ ﺎﻣدﻧﻋ نﯾرﺑﺳﻻا لوﺎﻧﺗ سﺎﻧﻟا دﺎﺗﻋا zero Def. al- 3.8.2 
16-4 It is true that aspirin is an efficacious pain-killer for 
example in --headache cases.  
 لﺛﻣ مﻟﻻا ﻰﻠﻋ ءﺎﺿﻘﻠﻟ لﺎﻌﻓ نﯾرﯾﺑﺳﻻا نا فورﻌﻣﻟا  نﻣ
 .عادﺻﻟا تﻻﺎﺣ 
zero Definite 
through 
addition 
 
3.8.1 
1 6 - 5  --nausea, vomiting, ulcers, liver damage, دﺑﻛﻟ ا فﻠﺗو ﺔﺣرﻘﻟاو نﺎﯾﺛﻐﻟ ا zero Def. al- 3.8.8 
1 6 - 6  , --ulcers, liver damage, and hepatitis. دﺑﻛﻟ ا فﻠﺗو ﺔﺣرﻘﻟاو  zero Def. al- 3.8.8 
1 6 - 7  --hepatitis. دﺑﻛﻟا فﻠﺗو  zero Def 
through 
addition
. 
3.8.8 
17-1E --Sunset is the time of day where our sky meets the 
outer space solar winds. 
ﻰﺟرﺎﺨﻟا ءﺎﻀﻔﻠﻟ ﺔﯿﺴﻤﺸﻟا حﺎﯾﺮﻟا ﮫﯿﻓ ﻰﻘﺘﻠﺗ ىﺪﻟا ﺖﻗﻮﻟا ﻮھ بوﺮﻐﻟا zero Def.  al- 3.8.2 
17-2 There are blue, pink, and purple swirls, spinning 
and twisting like a cloud of balloons. 
 ﻦﻣ ﺔﺑﺎﺤﺳ ﺎﮭﻧﺄﻛ و روﺪﺗ ﺔﯿﺠﺴﻔﻨﺑو ﺔﯾﺮھزو ءﺎﻗرز تﺎﻣاود ﺪﺟﻮﯾ
تﺎﻧﻮﻟﺎﺒﻟا 
indef zero 3.9.1.2 
17-3 The sun moves slowly beyond the horizon. ﻖﻓﻻا ﻒﻠﺧ ءﻂﺒﺑ ﺲﻤﺸﻟا كﺮﺤﺘﺗ def Def.  al- 3.7.1.3 
18-1E The Apollo 11 launched from the Kennedy Space 
Center in Florida on July 16. 1969. 
 ﻰﻓ ىﺪﯿﻨﻛ ءﺎﻀﻔﻟا ﺰﻛﺮﻣ ﻦﻣ ﺖﻘﻠﻄﻧا 11 ﻮﻟﻮﺑا ﺔﯿﺋﺎﻀﻔﻟا ﺔﺒﻛﺮﻤﻟا
 مﺎﻋ ﻮﯿﻟﻮﯾ ﺮﮭﺷ ﻦﻣ ﺮﺸﻋ سدﺎﺴﻟا ﻰﻓ اﺪﯾرﻮﻠﻓ1969  
def zero 3.7.1.4 
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18-2 The crew consisted of Neil Armstrong, Michael 
Collins, and Buzz Aldrin. 
ﻦﯾرﺪﻟا ﺰﺑو ﺰﻨﯿﻟﻮﻛ ﻞﻜﯾﺎﻣو ﻎﻧوﺮﺘﺴﻣرا ﻞﯿﻧ ﻦﻣ ﻢﻗﺎﻄﻟا ﻒﻟﺄﺘﯾ def Def.  al- 3.7.1.1 
18-3 They landed on the moon in the Sea of Tranquility 
on July 20, 1969. 
 مﺎﻋ ﻮﯿﻟﻮﯾ ﺮﮭﺷ ﻰﻓ ﻰﺘﯿﻟﻮﻜﻧاﺮط ﺮﺤﺑ ﻰﻓ ﺮﻤﻘﻟا ﺢﻄﺳ ﻰﻠﻋ اﻮﻄﺒھ
1969.  
def Def. al- 3.7.1.3 
18-4 At 10:56 EDT Neil Armstrong took the first step   ﺔﻘﻄﻨﻤﻟا ﻰﻓ ﺎﻜﯾﺮﻣا ﺖﯿﻗﻮﺘﺑ ﺔﻘﯿﻗد نﻮﺴﻤﺧو ﺔﺘﺳو ةﺮﺷﺎﻌﻟا ﺔﻋﺎﺴﻟا ﻰﻓ
ةﻮﻄﺧ لوا ﻎﻧوﺮﺘﺳ مرا ﻰﻄﺧ ﺔﯿﻗﺮﺸﻟا 
. 
zero Def. al- 3.8.14 
18-5 At 10:56 EDT Neil Armstrong took the first step 
onto the moon’s surface and famously said, “That’s 
one small step for  --man, one giant leap for 
mankind.” 
 ﺔﻘﻄﻨﻤﻟا ﻰﻓ ﺎﻜﯾﺮﻣا ﺖﯿﻗﻮﺘﺑ ﺔﻘﯿﻗد نﻮﺴﻤﺧو ﺔﺘﺳو ةﺮﺷﺎﻌﻟا ﺔﻋﺎﺴﻟا ﻰﻓ
 لﺎﻗو ﺮﻤﻘﻟا ﺢﻄﺳ ﻰﻠﻋ ةﻮﻄﺧ لوا ﻎﻧوﺮﺘﺳ مرا ﻰﻄﺧ ﺔﯿﻗﺮﺸﻟا
 ﺔﻗﻼﻤﻋ ةﺰﻔﻗو نﺎﺴﻧﻼﻟ ةﺮﯿﻐﺻ ةﻮﻄﺧ هﺬھ : ةﺮﯿﮭﺸﻟا ﮫﺘﻟﻮﻘﻣ
.ﺔﯾﺮﺸﺒﻠﻟ 
zero Def. al- 3.8 
19-1E --Oceans and lakes have a lot in common. ﺔﻛﺮﺘﺸﻤﻟا ﻢﺳاﻮﻘﻟا ﻦﻣ ﺮﯿﺜﻜﻟا ﺎﮭﯾﺪﻟ تاﺮﯿﺤﺒﻟاو تﺎﻄﯿﺤﻤﻟا zero Def. al- 3.8.1 
19-2 Oceans and-- lakes have a lot in common. ﺔﻛﺮﺘﺸﻤﻟا ﻢﺳاﻮﻘﻟا ﻦﻣ ﺮﯿﺜﻜﻟا ﺎﮭﯾﺪﻟ تاﺮﯿﺤﺒﻟاو تﺎﻄﯿﺤﻤﻟا zero Def. al- 3.8.1 
19-2 A main difference is that an ocean is very large and 
is salt water, while a lake is usually much smaller 
and is fresh water. 
 ﻰﻓ ﺔﺤﻟﺎﻣ ﮫھﺎﯿﻣو اﺪﺟ ﺮﯿﺒﻛ ﻂﯿﺤﻤﻟا نا ﻮھ ﻢﮭﻨﯿﺑ ﻰﺴﯿﺋﺮﻟا قﺮﻔﻟا
ﺔﺑﺬﻋ ﺎﮭھﺎﯿﻣ و ﺮﯿﺜﻜﺑ ﺮﻐﺻا ةﺮﯿﺤﺒﻟا نا ﻦﯿﺣ 
indef Def. al- 3.9.1.2 
19-3 A main difference is that an ocean is very large and 
is salt water, while a lake is usually much smaller 
and is fresh water. 
 ﻰﻓ ﺔﺤﻟﺎﻣ ﮫھﺎﯿﻣو اﺪﺟ ﺮﯿﺒﻛ ﻂﯿﺤﻤﻟا نا ﻮھ ﻢﮭﻨﯿﺑ ﻰﺴﯿﺋﺮﻟا قﺮﻔﻟا
ﺔﺑﺬﻋ ﺎﮭھﺎﯿﻣ و ﺮﯿﺜﻜﺑ ﺮﻐﺻا ةﺮﯿﺤﺒﻟا نا ﻦﯿﺣ 
indef Def.  al- 3.9.1.2 
19-4 Lakes are usually surrounded by --land while 
oceans are what surround continents. 
ﺔﺴﺑﺎﯿﻟﺎﺑ ﺔطﺎﺤﻣ تاﺮﯿﺤﺒﻟا نﻮﻜﺗ ﺎﻣ ةدﺎﻋ 
تارﺎﻘﻟﺎﺑ ﺔطﺎﺤﻣ تﺎﻄﯿﺤﻤﻟاو 
zero Def. al- 3.8.11 
19-5 Lakes are usually surrounded by land while oceans 
are what surround --continents. 
ﺔﺴﺑﺎﯿﻟﺎﺑ ﺔطﺎﺤﻣ تاﺮﯿﺤﺒﻟا نﻮﻜﺗ ﺎﻣ ةدﺎﻋ 
تارﺎﻘﻟﺎﺑ ﺔطﺎﺤﻣ تﺎﻄﯿﺤﻤﻟاو 
zero Def.  al- 3.8.1 
20-1E I do well in school. ﺔﺳردﻣﻟا ﻰﻓ دﯾﺟ لﻛﺷﺑ سردا zero Def.  al- 3.8.3 
20-2 --People think I am smart. 
 
ﻰﻛذ بﻟﺎط ﻰﻧﻧا سﺎﻧﻟا دﻘﺗﻌﯾ 
 
zero Def. al- 3.8.1 
20-3 I decided to make --school my first priority over 
friends and fun. 
ﺔﻌﺗﻣﻟاو ءﺎﻗدﺻﻻا نﻣ مھا ﺔﺳردﻣﻟا لﻌﺟا نا تررﻗ zero Def. al- 3.8.3 
20-4 I decided to make school my first priority over --
friends and fun. 
ﺔﻌﺗﻣﻟاو ءﺎﻗدﺻﻻا نﻣ مھا ﺔﺳردﻣﻟا لﻌﺟا نا تررﻗ Zero Def. al- 3.8.1 
20-5 I decided to make school my first priority over 
friends and -- fun. 
ﺔﻌﺗﻣﻟاو ءﺎﻗدﺻﻻا نﻣ مھا ﺔﺳردﻣﻟا لﻌﺟا نا تررﻗ zero Def. al- 3.8.2 
20-6 I usually go by --bus. .ﺔﻠﻓﺎﺣﻟﺎﺑ ﺔﺳردﻣﻟا ﻰﻟا بھذا ﺎﻣ ةدﺎﻋ zero Def al- 3.8.4 
21-1A The Nile River, the longest river in the world,  ﺔﯾﺋاوﺗﺳﻹا ﮫﻌﺑﺎﻧﻣ نﻣ دﺗﻣﯾ ثﯾﺣ مﻟﺎﻌﻟا رﺎﮭﻧأ لوطأ لﯾﻧﻟا رــﮭﻧ رﺑﺗﻌﯾ def Definite 3.7.1.5 
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stretching from the tropical headwaters until its 
mouth in the Mediterranean. 
ﻰﺗﺣ ﮫﺑﺻﻣ ﻲﻓ رـــــــﺣﺑﻟا طﺳوﺗﻣﻟا  through 
addition 
21-2 The River Nile springs from many --lakes   تارﯾﺣﺑﻟا نﻣ دﯾدﻌﻟا نﻣ لﯾﻧﻟا رﮭﻧ ﻊﺑﻧﯾ zero Def. al-  
21-3 the African tropical Lake Victoria, --Lake Edward 
tropical,  
تارﯾﮭﻧﻟاو ﺔﯾﻘﯾرﻓﻹا لﺛﻣ ةرﯾﺣﺑ ﺎﯾروﺗﻛﯾﻓ ،ﺔﯾﺋاوﺗﺳﻹا ةرﯾﺣﺑ دراودإ 
 ترﺑﻟأ ةرﯾﺣﺑ ،ﺔﯾﺋاوﺗﺳﻹا 
zero Definite 
through 
addition 
3.7.1.4 
21-4 the territory of the Sudan. نادوﺳﻟا ﻰﺿارأ 
 
def Def.  al- 3.7.1.5 
22-1 A On Sunday, the Libyan government   دﺣﻷا ﺔﯾﺑﯾﻠﻟا ﺔﻣوﻛﺣﻟا تﻧﻠﻋا def Def. al- 3.7.1.3 
22-2 On --Sunday,   دﺣﻷا zero Def.  al- 3.7.4 
22-3 The prime minister told reporters that Bir-al-
Ghanam , 80 km south of Tripoli, was under the 
full control of the government. 
 تاوﻘﻟا ةرطﺳ ﻲﻔﺣﺻ رﻣﺗؤﻣ لﻼﺧ ﻲﺑﯾﻠﻟا ءارزوﻟا سﺋر دﻛأو
 دﻌ ﻰﻠﻋ ﺔﻌﻗاوﻟا ةدﻠﺑﻟا ﻰﻠﻋ ﺔﻣوﺣﻟا80  بوﻧﺟ رﺗﻣوﻠﯾ
.ﺔﻣﺻﺎﻌﻟا 
def Definite 
through 
addition 
3.7.1.3 
22-4 reporters --Baghdadi told -The prime minister al
that Bir-al-Ghanam , 80 km south of Tripoli, was 
under the full control of the government.  
نﯾﻠﺳارﻣﻠﻟ Dدادﻐﻟا دوﻣﺣﻣ ﻲﺑﯾﻠﻟا ءارزوﻟا سﺋر دﻛأو  رﻣﺗؤﻣ لﻼﺧ
 ةرطﺳ نﯾﻠﺳارﻣﻠﻟ ﻲﻔﺣﺻ ﻰﻠﻋ ﺔﻌﻗاوﻟا ةدﻠﺑﻟا ﻰﻠﻋ ﺔﻣوﺣﻟا تاوﻘﻟا
 دﻌ80 .ﺔﻣﺻﺎﻌﻟا بوﻧﺟ رﺗﻣوﻠﯾ  
zero Def.  al- 3.8.1 
23-1 A The man worked as a woodcutter ﺔﺎﻐﻟا ﻲﻓ بﺎطﺣ ﻞﻣﻌ نﺎ indef zero 3.9.1.8 
23-2 While he was working in the forest, one of his 
daughters rushed up to him ﺔﺿﻛار ﻲﺗﺄﺗ ﻪﺗﺎﻧﺑ Dدﺣﺎ ذإ و .ﺔﺎﻐﻟا ﻲﻓ بطﺗﺣ وﻫ 
def Def.  al- 3.7.1.3 
23-3 You can go --home تﯾﺑﻠﻟ ةدوﻌﻟا ﻰﻧﻣ zero Def.  al- 3.8.10 
23-4 You will barter me for a pound of gold بﻫذﻟا نﻣ ﻞطرﺑ ﻪﺿﺎﻘﺗ كﻧا ﻪﻟ لوﻘﺗ indef zero 3.9.1.5 
23-5 “I’ve become an old man and I want to perform 
the duty of pilgrimage. ﺔﺿرﻓ ﺔدﺄﺗ درأ و نﺳﻣ ًﻼﺟر تﺣﺻأ ﺞﺣﻟا 
indef zero 3.9.1.2 
23-6 By --chance, her neighbor was on his balcony as 
well.  ًﺎﺿأ ﻪﺗﻗرﺷﻣ ﻲﻓ ﺎﻫرﺎﺟ نﺎ ﺔﻓدﺻﻟﺎو 
zero Def. al- 3.8.11 
23-7 I will pay you a hundred Ottoman liras if you help 
me ﻰﻧﺗدﻋﺎﺳ وﻟ ﺔﻧﺎﻣﺛﻋ ةرﯾﻟ ﺔﺋﻣ كطﻋﺄﺳ 
indef zero 3.9.1.5 
23-8 She went to the merchant’s home and knocked at 
the door. بﺎﻟا تﻗرط و رﺟﺎﺗﻟا راد ﻰﻟإ تﺑﻫذ 
def Def.  al- 3.7.1.1 
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23-9 He was on a hunting trip دﯾﺻ ﺔﻠﺣر ﻰﻓ نﺎ indef zero 3.9.1.2 
23-10 What a strange incident I witnessed! رﺋﺎطﻟا ﺎﻬﯾأ تﯾأر ﺎﻣ ﺔارﻐﻟ ﺎ indef zero 3.9.1.3 
23-11 The bird flew high into the sky. ءﺎﻣﺳﻟا ﻰﻓ ﺎﻟﺎﻋ رﺋﺎطﻟا رﺎط def Def.  al- 3.7.1.3 
24-1 E  The foundations of --calculus, extended the 
understanding of color and light.  نﻣ َﻊّﺳَو &ذﻟا وﻫو ،ﻞﻣﺎﻛﺗﻟاو ﻞﺿﺎﻔﺗﻟا مﻠﻋ دﻋاوﻗ ﻰﺳرأ نﻣ وﻫءوﺿﻟاو ِنوﱠﻠِﻟا نﻋ ﺎﻧرادﻣ 
zero Definite 
through 
addition 
3.8.2 
24-2  The foundations of calculus extended the 
understanding of --color and light.  نﻣ َﻊّﺳَو &ذﻟا وﻫو ،ﻞﻣﺎﻛﺗﻟاو ﻞﺿﺎﻔﺗﻟا مﻠﻋ دﻋاوﻗ ﻰﺳرأ نﻣ وﻫءوﺿﻟاو  ِنوﱠﻠِﻟا نﻋ ﺎﻧرادﻣ 
zero Def. al- 3.8.2 
24-3 He laid the foundations of calculus, extended the 
understanding of color and --light.  نﻣ َﻊّﺳَو &ذﻟا وﻫو ،ﻞﻣﺎﻛﺗﻟاو ﻞﺿﺎﻔﺗﻟا مﻠﻋ دﻋاوﻗ ﻰﺳرأ نﻣ وﻫءوﺿﻟاو ِنوﱠﻠِﻟا نﻋ ﺎﻧرادﻣ 
zero Def. al- 3.8.2 
24-4 He studied the mechanics of planetary motion, 
and discovered the law of --gravitation. ﺔﺑذﺎﺟﻟا نوﻧﺎﻗ ﻒﺷﺗﻛاو ،بﻛاوﻛﻟا ﺔرﺣ تﺎﻟآ سرد 
zero Definite 
through 
addition 
3.8.2 
24-5 matter in the universe, he --Every particle of 
wrote, attracts every other article. 
 
رﺧآ ٍّ&دﺎﻣ ٍمَﺳُﺟ &أ بذﺟﯾ نوﻛﻟا اذﻫ ﻲﻓ ةدﺎﻣﻟا نﻣ ٍمِﺳُﺟ &أ zero Def. al- 3.8.2 
25-1 A 
men Women have been calling for equality with --
with regards to wages and ownership and voting 
right. 
 نﻣ لﺎﺟرﻟا نﯾVو نﻬﻧﯾﺑ ةاوﺎﺳﻣﻟاو مﺎﻌﻟا رﯾﺧﻟﺎ ﻪﻓ ءﺎﺳﻧﻟا تﺑﻟﺎط
توﺻﺗﻟاو كﻠﻣﺗﻟا Pﺣو روﺟﻷا ثﯾﺣ 
zero Definite 
through 
the 
article 
al- 
3.8.1 
25-2 
Islam had indeed safeguarded the rights of --
women. 
 ﻞﻔمﻼﺳﻹا ءﺎﺳﻧﻟا قوﻘﺣﻟا كﻠﺗ ﺎﻬﯾﻓ 
 
zero Def.  al- 3.8.2 
25-3 
Our glorious Islam has ever underlined the 
equality between man and woman--principle of  
 ﻰﻠﻋ دﻛأ مظﻌﻟا ﻲﻣﻼﺳﻹا ﺎﻧﻧﯾدةاوﺎﺳﻣﻟا ةأرﻣﻟاو ﻞﺟرﻟا نﯾﺑ  zero Def. al- 3.8.2 
25-4 arrived at logical findingse studies therefor--Many  
.  نﻣ دﯾدﻌﻟا ﺞﺋﺎﺗﻧ تﻧﺎتﺎﺳاردﻟا  ﺔﻘطﻧﻣﻟا  
zero Def.  al-  
25-5 Western hemisphere that  theIt is claimed in 
women are oppressed in the Arab societies  ﻲﻓ ﺎﻫدﺎﻬطﺿاو ةأرﻣﻟا مﻠظ ﻲﻋدﯾ برﻐﻟاتﺎﻌﻣﺗﺟﻣﻟا ﺔVرﻌﻟا  
def Def. al- 3.7.1.3 
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26-1 A .Smoking is bad for your health-- نﯾﺧدﺗﻟا .كﺗﺣﺻ رﺎﺿ  zero Def. al- 3.8.2 
26-2 cancer deaths--moking causes 87 percent of lung S  نﯾﺧدﺗﻟا بﺑﺳ87  نﻣ ﺔﺋﻣﻟﺎتوﻣﻟا تﻻﺎﺣ .ﺔﺋرﻟا نﺎطرﺳ  zero Definite through 
addition 
3.8.1 
26-3 reduce your risk of these smoking can Quitting --
problems. عﻼﻗﻹا .ﻞﻛﺎﺷﻣﻟا ﻩذﻬﻟ كﺿرﻌﺗ ةروطﺧ نﻣ ﻞﻠﻘ نﯾﺧدﺗﻟا نﻋ  zero Def. al- 3.8.2 
27-1 A Cooking  is the application of heat to food-- مﺎﻌطﻟا ﻲﻬط  ةرارﺣﻟا Pﯾﺑطﺗ ﺎﻬﻧإ ﻰﻠﻋ ﺎﻬﺑ رﯾﻔﺗﻟا نﻣ ﺔﻣﻠﻋ ﻲﻫ
مﺎﻌطﻟا ﻰﻠﻋ  
zero Definite 
through 
addition 
3.8.2 
27-2 heat to food --Cooking is the application of  Pﯾﺑطﺗ  ﻲﻫ مﺎﻌطﻟا ﻲﻬطةرارﺣﻟا مﺎﻌطﻟا ﻰﻠﻋ  zero Def. al- 3.8.2 
27-3 reality, there are several very different  --In
methods of "electric" heating  ﻲﻓﻊﻗاوﻟا نﯾﺧﺳﺗﻟا عاوﻧأ نﻣ رﯾﺛﻛﻟا كﺎﻧﻫ  zero Def. al- 3.8.12 
27-4 mankind has evolved --Starting from the open fire, 
many ways to generate such heat.  ءدﺑنﺎﺳﻧﻹا Pﻠطﻟا ءاوﻬﻟا ﻲﻓ رﺎﻧﻟا لﺎﻌﺷإ لﻼﺧ نﻣ ﻪﻣﺎﻌط ﻲﻬط  zero Def. al- 3.8.2 
27-5 one either burns some combustible substance--such 
or gas wood, coal,--as  
 ةرارﺣﻟا ﻰﻠﻋ لوﺻﺣﻠﻟ لﺎﻌﺗﺷﻼﻟ ﺔﻠﺑﺎﻗ ةدﺎﻣ قرﺣ موﻘﻧ نأ نﻣﻓ
 مﺣﻔﻟا ﻞﺛﻣبﺷﺧﻟاو زﺎﻐﻟاو  
Zero Def. al- 3.8.2 
27-6 
one either burns some combustible substance--such 
coal, or gas --,as wood 
 ةرارﺣﻟا ﻰﻠﻋ لوﺻﺣﻠﻟ لﺎﻌﺗﺷﻼﻟ ﺔﻠﺑﺎﻗ ةدﺎﻣ قرﺣ موﻘﻧ نأ نﻣﻓ
 ﻞﺛﻣمﺣﻔﻟا زﺎﻐﻟاو بﺷﺧﻟاو  
Zero Def. al- 3.8.2 
27-7 one either burns some combustible substance--such 
gas--as wood, coal, or  
 ةرارﺣﻟا ﻰﻠﻋ لوﺻﺣﻠﻟ لﺎﻌﺗﺷﻼﻟ ﺔﻠﺑﺎﻗ ةدﺎﻣ قرﺣ موﻘﻧ نأ نﻣﻓ
 بﺷﺧﻟاو مﺣﻔﻟا ﻞﺛﻣزﺎﻐﻟاو  
zero Def. al- 3.8.2 
28-1 A cable connections are secure theMake sure   ﻞﯾﺻوﺗ مﺎﺣا نﻣ دﻛﺄﺗﻞﺑاوﻛﻟا.  def Def. al- 3.7.1.1 
28-2 printer is powered on. theMake sure   ﻞﯾﻐﺷﺗ نﻣ دﻛﺄﺗﺔﻌﺎطﻟا.  def Def. al- 3.7.1.1 
28-3 
check mark in the  aMake sure that your printer has 
circle next to it. 
 روﻬظ نﻣ دﻛﺄﺗدﯾدﺣﺗ ﺔﻣﻼﻋ .كﺗﻌﺎطﻟ ةروﺎﺟﻣﻟا ةرﺋادﻟا ﻰﻓ  indef zero 3.9.1.6 
28-4 computer. theRestart   ﻞﯾﻐﺷﺗ دﻋارﺗوﯾﺑﻣﻛﻟا.  def Def.al- 3.7.1.1 
28-5  theFollow the onscreen instructions to install 
printer software.  تﯾﺑﺛﺗﻟ ﺔﺷﺎﺷﻟا ﻰﻠﻋ ةرﻫﺎظﻟا تادﺎﺷرﻻا ﻊﺗاﺔﻌﺎطﻟا ﺞﻣارﺑ.  def Definite through 
3.7.1.1 
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addition 
28-6 desktop, open the CD. theOn   ﻰﻓبﺗﻣﻟا ﺢطﺳﻎﺿﻣﻟا صرﻘﻟا ﺢﺗﻓا ,4.fو  def Definite through 
addition 
3.7.1.1 
29-1 A If you break your journey for more than 72 hours at 
any point, please reconfirm your intention of using 
reservation. --your continuing or return 
 نﻣ رﺛﻛا ةدﻣﻟ كﺗﻠﺣر ﺔﻠﺻاوﻣ نﻣ نﻣﺗﺗ مﻟ اذا72  ءﺎﺟرﻟﺎﻓ ﺔﻋﺎﺳ
 ةدﺎﻋازﺟﺣﻟا .ةدوﻌﻟا وا ﺎﻬﻣﺎﻣﺗﻻ 
zero 
 Def. al- 3.8.2 
29-2 Inform the airline office at the point where you 
intend to resume your journey at least 72 hours 
departure.--before  
 ﻞﺑﻗ بﺗﻣﻟا رﺎطﺧا72  نﻣ ﺔﻋﺎﺳةردﺎﻐﻣﻟا. zero Def.  al- 3.8.2 
29-3 airline office at the point where you  theInform 
intend to resume your journey at least 72 hours 
before departure. 
 رﺎطﺧابﺗﻣﻟا  ﻞﺑﻗ72 .ةرﺋﺎطﻟا عﻼﻗا نﻣ ﺔﻋﺎﺳ def Def.  al- 3.7.1.1 
29-4 Libyan Airlines will try to comply as much as --
possible with special requests in regard to the 
service on board, provide d such requests are made 
in time. 
ﺔﺑﯾﻠﻟا ﺔوﺟﻟا fوطﺧﻟا  فورظ ةﺎﻋارﻣ نﺎﻣﻻا ردﻘو ﺎﻣﺋاد لوﺎﺣﺗ
.ةرﺋﺎطﻟا ﻞﺧاد ﺔﺻﺎﺧﻟا نرﻓﺎﺳﻣﻟا 
zero Def. al- 3.8.1 
29-5 Passengers should report at the town office or at --
the airport.  ﻰﻠﻋنرﻓﺎﺳﻣﻟا .رﺎطﻣﻟا ﻰﻟا روﺿﺣﻟا وا ﺔﻠﻗﺎﻧﻟا ﺔرﺷﻟا اوﻣﻠﻌ نا zero Def. al- 3.8.1 
29-6 dangerous goods as defined in --For safety reasons, 
the IATA Dangerous Goods Regulations, such as 
those listed above, shall not be carried in as 
passenger checked or carry-on baggage. 
 ﺎﺗﺎﻻا ﺢﺋاوﻟ ﻰﻓ دراوﻟا ﻒرﻌﺗﻠﻟ ﺎﻘطو ﺔﻣﻼﺳﻟﺎ Pﻠﻌﺗﺗ بﺎﺳﻻ
ﻟﺔﻌﺗﻣﻼ .ﺔﺟردﻣﻟا ﺔﻌﺗﻣﻻا ﻞﻣﺣ ﺎﺗﺎ ﺎﻌﻧﻣ ﻊﻧﻣ ةرطﺧﻟا 
zero Def. al- 3.8.1 
29-7 dangerous goods as defined in the IATA 
Dangerous Goods Regulations, such as those listed 
above, shall not be carried in as passenger checked 
on baggage.-carry--or  
 ﺎﺗﺎ ﺎﻌﻧﻣ ﻊﻧﻣ ةرطﺧﻟا ﺔﻌﺗﻣﻼﻟ ﺎﺗﺎﻻا ﺢﺋاوﻟ ﻰﻓ دراوﻟا ﻒرﻌﺗﻠﻟ ﺎﻘطو
 ﻞﻣﺣﺔﻌﺗﻣﻻا .ﺔﺟردﻣﻟا 
zero Def. al- 3.8.2 
29-8 corrosives such as mercury, acids, --Not to carry 
alkalis and wet cell batteries.  ﻞﻣﺣ زوﺟﯾ ﻻﻞﻛﺄﺗﻠﻟ ﺔﺑﺳﻣﻟا داوﻣﻟا  ﺔوﻠﻘﻟا ضﺎﻣﺣﻻاو Pﺑﺋزﻟا ﻞﺛﻣ .ﺔﻠﺋﺎﺳﻟا تﺎرﺎطﻟاو 
zero Def. al- 3.8.1 
29-9 acids, mercury, --Not to carry corrosives such as 
alkalis and wet cell batteries.  ﻞﺛﻣ ﻞﻛﺄﺗﻠﻟ ﺔﺑﺳﻣﻟا داوﻣﻟا ﻞﻣﺣ زوﺟﯾ ﻻPﺑﺋزﻟا  ﺔوﻠﻘﻟا ضﺎﻣﺣﻻاو .ﺔﻠﺋﺎﺳﻟا تﺎرﺎطﻟاو 
zero Def. al- 3.8.2 
29-10 --Not to carry corrosives such as mercury, acids, 
alkalis and wet cell batteries.  Pﺑﺋزﻟا ﻞﺛﻣ ﻞﻛﺄﺗﻠﻟ ﺔﺑﺳﻣﻟا داوﻣﻟا ﻞﻣﺣ زوﺟﯾ ﻻﺔوﻠﻘﻟا ضﺎﻣﺣﻻاو zero Definite through 
3.8.2 
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.ﺔﻠﺋﺎﺳﻟا تﺎرﺎطﻟاو the article 
al- 
29-11 Not to carry corrosives such as mercury, acids, 
wet cell batteries.--alkalis and   ﺔوﻠﻘﻟا ضﺎﻣﺣﻻاو Pﺑﺋزﻟا ﻞﺛﻣ ﻞﻛﺄﺗﻠﻟ ﺔﺑﺳﻣﻟا داوﻣﻟا ﻞﻣﺣ زوﺟﯾ ﻻﺔﻠﺋﺎﺳﻟا تﺎرﺎطﻟاو. 
zero Def. al- 3.8.1 
29-12 Passengers should report at the town office or at 
airport. the  ﻰﻟا روﺿﺣﻟا وا ﺔﻠﻗﺎﻧﻟا ﺔرﺷﻟا اوﻣﻠﻌ نا نرﻓﺎﺳﻣﻟا ﻰﻠﻋرﺎطﻣﻟا. Def Def. al- 3.7.1.3 
30-1 A students with the fundamental --To provide 
knowledge of Islamic banking.  دوزﺗﻟﺔﻠطﻟا ﻪﻣﻼﺳﻻا فرﺎﺻﻣﻟا لوﺣ ﻪﺳﺎﺳﻻا تﺎﻣوﻠﻌﻣﻟﺎ  
zero Def. al- 3.8.9 
30-2 fundamental  theTo provide students with 
knowledge of Islamic banking.  ﺔﻠطﻟا دوزﺗﻟتﺎﻣوﻠﻌﻣﻟﺎ ﻪﻣﻼﺳﻻا فرﺎﺻﻣﻟا لوﺣ ﻪﺳﺎﺳﻻا  
def Def. al- 3.7.1.2 
30-3 instruments and  --To introduce students to 
techniques used in the Islamic banking.  و بﯾﻟﺎﺳﻷا ﻰﻠﻋ بﻼطﻟا ﻒرﻌﺗتاودﻷا  فرﺎﺻﻣﻟا ﻲﻓ ﺔﻣدﺧﺗﺳﻣﻟا ﻪﻣﻼﺳﻻا  
zero Def. al- 3.8.1 
30-4 ---To introduce students to instruments and 
techniques used in the Islamic banking.  ﻰﻠﻋ بﻼطﻟا ﻒرﻌﺗبﯾﻟﺎﺳﻷا  فرﺎﺻﻣﻟا ﻲﻓ ﺔﻣدﺧﺗﺳﻣﻟا تاودﻷا و ﻪﻣﻼﺳﻻا  
zero Def. al- 3.8.1 
30-5 Islamic law and finance. --To train students in   ﻰﻠﻋ ﺔﻠطﻟا بردﺗ نوﻧﺎﻘﻟا ﻲﻣﻼﺳﻹا ﻲﻓرﺻﻣﻟا  zero Def.  al- 3.8.2 
31-1 A chicken with garlic, mayonnaise, vinegar, salt --Mix 
and pepper.  ﻰطﻠﺧاجﺎﺟدﻟا .ﻞﻔﻠﻔﻟاو ﺢﻠﻣﻟاو ﻞﺧﻟاو زﯾﻧوﯾﺎﻣﻟاو موﺛﻟا نﻣ ﻞ ﻊﻣ  
zero Def.  al- 3.8.1 
31-2 garlic, mayonnaise, vinegar, salt --Mix chicken with 
and pepper.  نﻣ ﻞ ﻊﻣ جﺎﺟدﻟا ﻰطﻠﺧاموﺛﻟا .ﻞﻔﻠﻔﻟاو ﺢﻠﻣﻟاو ﻞﺧﻟاو زﯾﻧوﯾﺎﻣﻟاو  
zero Def. al- 3.8.2 
31-3 vinegar, salt --Mix chicken with garlic, mayonnaise, 
and pepper.  زﯾﻧوﯾﺎﻣﻟاو موﺛﻟا نﻣ ﻞ ﻊﻣ جﺎﺟدﻟا ﻰطﻠﺧاﻞﺧﻟاو .ﻞﻔﻠﻔﻟاو ﺢﻠﻣﻟاو  
zero Def.  al- 3.8.2 
31-4 bread crumbs and season with --Mix ground oats, 
salt and pepper.  ﻊﻣ نﺎﻓوﺷﻟا ﻰطﻠﺧازﺑﺧﻟا تﺎﺗﻓ .ﻞﻔﻠﻔﻟاو ﺢﻠﻣﻟﺎ ﻰﻠﺑﺗو  
zero Definite 
through 
addition 
3.8.2 
31-5 Heat the oven to 180 C  ﻰﻧﺧﺳ نرﻔﻟا  ﺔﺟردﺑ180م  def Def. al- 3.7.1.1 
32-1 A yeast and sugar.warm water with --Mix   نﻣ ﻞ ﻰطﻠﺧاءﺎﻣﻟا .رﺳﻟاو ةرﯾﻣﺧﻟاو  zero Def. al- 3.8.2 
32-2 salt.--Mix with ¾ cup flour, oats and   ﻰﻔﺿا ¾  نﺎﻓوﺷﻟاو Pﯾﻗدﻟا نﻣ بوﺢﻠﻣﻟاو.  zero Def. al- 3.8.2 
32-3 flour gradually. --Add the remaining  ﻰﻗﺎ ﻰﻔﺿاPﯾﻗدﻟا .ﺞردﺗﻟﺎ  zero Def. al- 3.8.2 
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33-1 A detailed explanation for all the basics --It includes 
of English Grammar.  ﻰﻠﻋ Dوﺗﺣﺗحرﺷ ﺔزﯾﻠﺟﻧﻻا ﺔﻐﻠﻟا دﻋاوﻗ سﺳا ﺔﻓﺎﻛﻟ ﻞﺻﻔﻣ  
zero zero 3.8.2 
33-2 It includes detailed explanation for all the basics 
English Grammar. --of  سﺳا ﺔﻓﺎﻛﻟ ﻞﺻﻔﻣ حرﺷ ﻰﻠﻋ Dوﺗﺣﺗدﻋاوﻗ ﺔزﯾﻠﺟﻧﻻا ﺔﻐﻠﻟا  
zero Definite 
through 
addition 
3.8.2 
33-3 meaning of a word, you  theIf you want to know 
will highlight it by underlining.  ﺔﻓرﻌﻣ تدرا اذاﻰﻧﻌﻣ ﺧﺑ ﺎﻬﺗﺣﺗ ﻞﯾﻠظﺗﻟﺎ مﺗﯾ ﺔﻣﻠ  
def zero 3.7.1.2 
33-4 word, you  aIf you want to know the meaning of 
will highlight it by underlining.  ﻰﻧﻌﻣ ﺔﻓرﻌﻣ تدرا اذاﺔﻣﻠ ﺧﺑ ﺎﻬﺗﺣﺗ ﻞﯾﻠظﺗﻟﺎ مﺗﯾ  
indef zero 3.9.1.2 
33-4 English and Arabic explanation of the --It includes 
English Grammar with examples and tests and also 
linguistic common mistakes for preparing to 
TOEFL. 
 ﻰﻠﻋ Dوﺗﺣﺗحرﺷ  ﺔVرﻌﻟا نﯾﺗﻐﻠﻟﺎ ﺔزﯾﻠﺟﻧﻻا ﺔﻐﻠﻟا دﻋاوﻘﻟ رﻓاو
 ﺔﻌﺋﺎﺷﻟا ﺔوﻐﻠﻟا ءﺎطﺧﻻاو تارﺎﺗﺧاو ﺔﻠﺛﻣا دوﺟﻣ ﻊﻣ ﺔزﯾﻠﺟﻧﻻاو
.ﻞﻓوﺗﻟا نﺎﺣﺗﻣا ﺔﻠﺣرﻣﻟ دادﻋﻼﻟ  
zero zero 3.8.2 
33-5  theIt includes English and Arabic explanation of 
English Grammar with examples and tests and also 
linguistic common mistakes for preparing to 
TOEFL. 
 رﻓاو حرﺷ ﻰﻠﻋ Dوﺗﺣﺗدﻋاوﻘﻟ ﺔزﯾﻠﺟﻧﻻا ﺔﻐﻠﻟا  ﺔVرﻌﻟا نﯾﺗﻐﻠﻟﺎ
ا ءﺎطﺧﻻاو تارﺎﺗﺧاو ﺔﻠﺛﻣا دوﺟﻣ ﻊﻣ ﺔزﯾﻠﺟﻧﻻاو ﺔﻌﺋﺎﺷﻟا ﺔوﻐﻠﻟ
.ﻞﻓوﺗﻟا نﺎﺣﺗﻣا ﺔﻠﺣرﻣﻟ دادﻋﻼﻟ  
def Definite 
through 
addition 
3.7.1.1 
33-6 It includes English and Arabic explanation of the 
examples and tests and --English Grammar with 
also linguistic common mistakes for preparing to 
TOEFL. 
 ﺔVرﻌﻟا نﯾﺗﻐﻠﻟﺎ ﺔزﯾﻠﺟﻧﻻا ﺔﻐﻠﻟا دﻋاوﻘﻟ رﻓاو حرﺷ ﻰﻠﻋ Dوﺗﺣﺗ
 دوﺟﻣ ﻊﻣ ﺔزﯾﻠﺟﻧﻻاوﺔﻠﺛﻣا  ﺔﻌﺋﺎﺷﻟا ﺔوﻐﻠﻟا ءﺎطﺧﻻاو تارﺎﺗﺧاو
.ﻞﻓوﺗﻟا نﺎﺣﺗﻣا ﺔﻠﺣرﻣﻟ دادﻋﻼﻟ  
zero zero 3.8.1 
33-7 It includes English and Arabic explanation of the 
English Grammar with examples and tests and also 
linguistic common mistakes for preparing to  --
TOEFL. 
 ﺔVرﻌﻟا نﯾﺗﻐﻠﻟﺎ ﺔزﯾﻠﺟﻧﻻا ﺔﻐﻠﻟا دﻋاوﻘﻟ رﻓاو حرﺷ ﻰﻠﻋ Dوﺗﺣﺗ
 تارﺎﺗﺧاو ﺔﻠﺛﻣا دوﺟﻣ ﻊﻣ ﺔزﯾﻠﺟﻧﻻاوءﺎطﺧﻻاو  ﺔﻌﺋﺎﺷﻟا ﺔوﻐﻠﻟا
.ﻞﻓوﺗﻟا نﺎﺣﺗﻣا ﺔﻠﺣرﻣﻟ دادﻋﻼﻟ  
zero Def. al- 3.8.1 
33-8 TOEFL.--for preparing to   نﺎﺣﺗﻣا ﺔﻠﺣرﻣﻟ دادﻋﻼﻟﻞﻓوﺗﻟا.  zero Def. al- 3.8.2 
34-1E Sales clerk: May I help you, --sir? 
  ﺎﻬﯾا كﺗدﻋﺎﺳﻣ ﻊطﺗﺳا ﻞﻫ :تﺎﻌﺑﻣﻟا ﻒظوﻣدﯾﺳﻟا؟  
zero Def. al- 3.7.1.4 
34-2 I want to talk to the owner of this store -I don't 
know who he is, but I want to see him right now! 
 
 ﺔﻠﺑﺎﻘﻣ درارﯾدﻣﻟا .لﺎﺣﻟا ﻰﻓ ﻪﺗﻠﺑﺎﻘﻣ درا ﻰﻧﻧﻛﻟو ﻪﻓرﻋا ﻻ ﺎﻧﺎﻓ  def Def. al- 3.7.1.2 
34-3 Customer: Yes! I'm very angry. I bought some  اذﻫ نﻣ مﺣﻟ ترﺗﺷا دﻘﻓ ادﺟ بﺿﺎﻏ ﺎﻧﺎﻓ مﻌﻧ :نوVزﻟاﻞﺣﻣﻟا   zero Def. al- 3.7.6 
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meat from this store,   
 
35-1 A Installed by the British in the wake of a violent 
revolt,   ﻪﺻﻧ نوﯾﻧﺎطرﺑﻟا  ,ﺔﻔﻧﻋ ةروﺛ ﺔﺷﻋ  
def Def. al- 3.7.2 
35-2 Installed by the British in the wake of a violent 
revolt  نوﯾﻧﺎطرﺑﻟا ﻪﺻﻧﺔﺷﻋ  ,ﺔﻔﻧﻋ ةروﺛ  
def zero 3.7.1.2 
35-3 a violent revolt ةروﺛ ﺔﻔﻧﻋ  indef zero 3.9.1.2 
35-4 one of a handful of Iraqi leaders to die of natural 
causes, in 1933.  نﻣ ادﺣاوﺔﻧﻔﺣ  مﺎﻋ ﺔﻌﺑط ﺔﺗﯾﻣ اوﺗﺎﻣ نﯾذﻟا نﯾﯾﻗارﻌﻟا نﻣ ةدودﻌﻣ 1933.  
indef zero 3.9.1.2 
35-5 he ruled for 10 years and was one of a handful of 
Iraqi leaders to die of --natural causes, in 1933.  مﺣﻟا ﻰﻓ ﻰﺿﻣا10  نﻣ ةدودﻌﻣ ﺔﻧﻔﺣ نﻣ ادﺣاو نﺎو تاوﻧﺳ  اوﺗﺎﻣ نﯾذﻟا نﯾﯾﻗارﻌﻟاﺔﺗﯾﻣ  مﺎﻋ ﺔﻌﺑط1933.  
zero zero 3.8.1 
35-6 The young king, his regent and almost the entire 
royal family and entourage were killed in a bloody 
coup in 1958. 
كﻠﻣﻟا  ﺔﻛﻟﺎﻣﻟا ﺔﻠﺋﺎﻌﻟا ءﺎﻧﺑا ﻊﻣﺟو شرﻌﻟا ﻰﻠﻋ ﻰﺻوﻟاو بﺎﺷﻟا
 مﺎﻋ بﻼﻘﻧا ﻰﻓ اوﻠﺗﻗ مﻬﺗﯾﺷﺎﺣو ﺎرﻘﺗ1958.  
def def 3.7.1.3 
35-7 The young king, his regent and almost the entire 
royal family and entourage were killed in a bloody 
coup in 1958. 
 ﻊﻣﺟو شرﻌﻟا ﻰﻠﻋ ﻰﺻوﻟاو بﺎﺷﻟا كﻠﻣﻟاءﺎﻧﺑا  ﺔﻛﻟﺎﻣﻟا ﺔﻠﺋﺎﻌﻟا
 مﺎﻋ بﻼﻘﻧا ﻰﻓ اوﻠﺗﻗ مﻬﺗﯾﺷﺎﺣو ﺎرﻘﺗ1958.  
def Definite 
through 
addition 
3.7.1.3 
35-8 The young king, his regent and almost the entire 
royal family and entourage were killed in a bloody 
coup in 1958. 
 ﺔﻛﻟﺎﻣﻟا ﺔﻠﺋﺎﻌﻟا ءﺎﻧﺑا ﻊﻣﺟو شرﻌﻟا ﻰﻠﻋ ﻰﺻوﻟاو بﺎﺷﻟا كﻠﻣﻟا
 ﻰﻓ اوﻠﺗﻗ مﻬﺗﯾﺷﺎﺣو ﺎرﻘﺗبﻼﻘﻧا  مﺎﻋ1958.  
indef zero 3.9.1.2 
35-9 To make --matters worse, Iraqis have proved to be 
strong nationalists.   ةدﺎزﻟنﯾطﻟا ءادﺷا نوﯾﻧطو مﻬﻧا اوﺗﺑﺛا نﯾﯾﻗارﻌﻟا نﺎﻓ,ﺔﻠﺑ  
zero Def  al- 3.8.1 
35-10 To make matters worse, --Iraqis have proved to be 
strong nationalists  نﺎﻓ,ﺔﻠﺑ نﯾطﻟا ةدﺎزﻟنﯾﯾﻗارﻌﻟا ءادﺷا نوﯾﻧطو مﻬﻧا اوﺗﺑﺛا  
zero def 3.8.1 
35-11 In every war in which --Iraq has participated over 
the last half century,    ﺎﻬﯾﻓ كرﺎﺷ برﺣ ﻞ ﻰﻔﻓقارﻌﻟا ﻰﺿﺎﻣﻟا نرﻘﻟا ﻒﺻﻧ ﻰﻓ  
zero def 3.7.1.4 
35-12 over the last half century,   ﻒﺻﻧ ﻰﻓ نرﻘﻟا  ,ﻰﺿﺎﻣﻟا  def def 3.7.1.3 
35-13  --Iraqis have fought tenaciously- even when they 
knew they were going to lose.  نﺎ نوﯾﻗارﻌﻟا  مﻬﻧا نوردﯾ اوﻧﺎ نﯾﺣ ﻰﺗﺣ ,تﺎﺛﺑ نوVرﺎﺣ .ﺎﻬﻧورﺳﺧﯾﺳ  
zero def 3.8.1 
35-14 --Americans who had fought in Vietnam, and then  نوﯾرﻣﻻا ﺎﺣ نﯾذﻟاVر ﺞﯾﻠﺧﻟا برﺣ ﻰﻓ مﺛ نﻣو ,مﺎﻧﺗﯾﻓ ﻰﻓ او zero def 3.8.1 
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again in the first golf war, recalled that their fire 
fights with Iraqis were more intense than anything 
they had experience from the North Vietnamese. 
 نﯾﯾﻗارﻌﻟا ﻊﻣ ﺎﻫوﺿﺎﺧ ﻰﺗﻟا ﺔرﺎﻧﻟا بورﺣﻟا نا نورذﺗﯾ ,ﻰﻟوﻻا
ﺎ نﯾﯾﻣﺎﻧﺗﯾﻔﻟا دﺿ مﻬﻟﺎﺗﻗ ﻰﻓ ﺎﻫورﺑﺧ ﻰﺗﻟا كﻠﺗ نﻣ ةدﺷ رﺛﻛا تﻧ
.نﯾﯾﻟﺎﻣﺷﻟا  
35-15 Americans who had fought in --Vietnam,   ﻰﻓ اوﻟوﺎﺣ نﯾذﻟا نوﯾرﻣﻻامﺎﻧﺗﯾﻓ ,  zero zero 3.7.1.4 
35-16 Americans who had fought in Vietnam, and then 
again in the first golf war,.  ﻰﻓ مﺛ نﻣو ,مﺎﻧﺗﯾﻓ ﻰﻓ اوﻟوﺎﺣ نﯾذﻟا نوﯾرﻣﻻابرﺣ ﻰﻟوﻻا ﺞﯾﻠﺧﻟا  
def Definite 
through 
addition 
3.7.1.3 
35-17 Americans who had fought in Vietnam, and then 
again in the first golf war, recalled that their fire 
fights with --Iraqis were more intense than 
anything they had experience from the North 
Vietnamese. 
 ﺞﯾﻠﺧﻟا برﺣ ﻰﻓ مﺛ نﻣو ,مﺎﻧﺗﯾﻓ ﻰﻓ اوﻟوﺎﺣ نﯾذﻟا نوﯾرﻣﻻا
 ﻊﻣ ﺎﻫوﺿﺎﺧ ﻰﺗﻟا ﺔرﺎﻧﻟا بورﺣﻟا نا نورذﺗﯾ ,ﻰﻟوﻻانﯾﯾﻗارﻌﻟا 
 نﯾﯾﻣﺎﻧﺗﯾﻔﻟا دﺿ مﻬﻟﺎﺗﻗ ﻰﻓ ﺎﻫورﺑﺧ ﻰﺗﻟا كﻠﺗ نﻣ ةدﺷ رﺛﻛا تﻧﺎ
.نﯾﯾﻟﺎﻣﺷﻟا  
zero Def   al- 3.8.1 
35-18 they had experience from the North Vietnamese.  نﯾﯾﻣﺎﻧﺗﯾﻔﻟا دﺿ مﻬﻟﺎﺗﻗ ﻰﻓ ﺎﻫورﺑﺧنﯾﯾﻟﺎﻣﺷﻟا.  def Def  al- 3.7.1.3 
35-19 The only question now is, will the administration 
finally recognize its errors? It might already be too 
late to achieve 
لاؤﺳﻟا  ناوﻻا تﺎﻓ ﻪﻧا ما ﺎﻫءﺎطﺧا ةرادﻻا كردﺗﺳ ﻞﻫ ,ﺎﻧﻫ دﯾﺣوﻟا
.كﻟذ Pﯾﻘﺣﺗﻟ  
def Def al- 3.7.7 
35-20 The only question now is, will the administration 
finally recognize its errors? It might already be too 
late to achieve 
 كردﺗﺳ ﻞﻫ ,ﺎﻧﻫ دﯾﺣوﻟا لاؤﺳﻟاةرادﻻا  ناوﻻا تﺎﻓ ﻪﻧا ما ﺎﻫءﺎطﺧا
.كﻟذ Pﯾﻘﺣﺗﻟ  
def Def al- 3.7.1.3 
36-1 A Last spring the U.S. dollar looked as if it was 
heading for a meltdown.   ادﺑ ﻰﺿﺎﻣﻟا ﻊVرﻟارﻻودﻟا  .رﺎﻬﻧﻻا وﺣﻧ ﻪﺟﺗﻣ ﻪﻧﺎو ﻰرﻣﻻا  
def def 3.7.1.3 
36-2 Last spring the U.S. dollar looked as if it was 
heading for a meltdown.   وﺣﻧ ﻪﺟﺗﻣ ﻪﻧﺎو ﻰرﻣﻻا رﻻودﻟا ادﺑ ﻰﺿﺎﻣﻟا ﻊVرﻟارﺎﻬﻧﻻا .  
indef Def al- 3.9.1.2 
36-3 The bears warned that it marked the end of the 
strong-dollar era  رذﺣو نوﻣﺋﺎﺷﺗﻣﻟا  ةوﻗ ﺔﻘﺣ ﺔﺎﻬﻧ ﻞﺛﻣ اذﻫ نا نﻣ قاوﺳﻻا ﻰﻓ .رﻻودﻟا  
def Def al- 3.8.10 
36-4 the end of the strong-dollar era, a time when  New 
Economy  hype overinflated the price of the dollar 
as well. 
ﺔﺎﻬﻧ  ﻎﻟﺎﻣﻟا دوﻌﺻﻟا ﺎﻬﯾﻓ Dدا ﻰﺗﻟا ةرﺗﻔﻟا ﻰﻫو ,رﻻودﻟا ةوﻗ ﺔﻘﺣ
.كﻟذ رﻻودﻟا رﺎﻌﺳا مﺧﺿﺗ ﻰﻟا دﯾدﺟﻟا دﺎﺻﺗﻗﻻا ﻰﻓ قاوﺳﻼﻟ ﻪﻓ  
def Def. 
through 
addition 
3.7.1.2 
36-5 the end of the strong-dollar era, a time when  New 
Economy  hype overinflated the price of the dollar  ةوﻗ ﺔﻘﺣ ﺔﺎﻬﻧرﻻودﻟا ﻎﻟﺎﻣﻟا دوﻌﺻﻟا ﺎﻬﯾﻓ Dدا ﻰﺗﻟا ةرﺗﻔﻟا ﻰﻫو ,
def Def al- 3.7.1.2 
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as well. .كﻟذ رﻻودﻟا رﺎﻌﺳا مﺧﺿﺗ ﻰﻟا دﯾدﺟﻟا دﺎﺻﺗﻗﻻا ﻰﻓ قاوﺳﻼﻟ ﻪﻓ  
36-6 the end of the strong-dollar era, a time when New 
Economy hype overinflated the price of the dollar 
as well. 
 ﻰﻫو ,رﻻودﻟا ةوﻗ ﺔﻘﺣ ﺔﺎﻬﻧةرﺗﻔﻟا  ﻎﻟﺎﻣﻟا دوﻌﺻﻟا ﺎﻬﯾﻓ Dدا ﻰﺗﻟا
.كﻟذ رﻻودﻟا رﺎﻌﺳا مﺧﺿﺗ ﻰﻟا دﯾدﺟﻟا دﺎﺻﺗﻗﻻا ﻰﻓ قاوﺳﻼﻟ ﻪﻓ  
indef Def al- 3.9.1.5 
36-7 Last spring the U.S. dollar looked as if it was 
heading for a meltdown. The bears warned that it 
marked the end of the strong-dollar era, a time 
when --New Economy hype overinflated the price 
of the dollar as well. 
 .رﺎﻬﻧﻻا وﺣﻧ ﻪﺟﺗﻣ ﻪﻧﺎو ﻰرﻣﻻا رﻻودﻟا ادﺑ ﻰﺿﺎﻣﻟا ﻊVرﻟا
 ةوﻗ ﺔﻘﺣ ﺔﺎﻬﻧ ﻞﺛﻣ اذﻫ نا نﻣ قاوﺳﻻا ﻰﻓ نوﻣﺋﺎﺷﺗﻣﻟا رذﺣو
 ﻰﻓ قاوﺳﻼﻟ ﻪﻓ ﻎﻟﺎﻣﻟا دوﻌﺻﻟا ﺎﻬﯾﻓ Dدا ﻰﺗﻟا ةرﺗﻔﻟا ﻰﻫو ,رﻻودﻟا
دﺎﺻﺗﻗﻻا .كﻟذ رﻻودﻟا رﺎﻌﺳا مﺧﺿﺗ ﻰﻟا دﯾدﺟﻟا  
zero Def al-- 3.8.2 
36-8 Last spring the U.S. dollar looked as if it was 
heading for a meltdown. The bears warned that it 
marked the end of the strong-dollar era, a time 
when  New Economy  hype overinflated the price 
of the dollar as well. 
 ﻪﻧﺎو ﻰرﻣﻻا رﻻودﻟا ادﺑ ﻰﺿﺎﻣﻟا ﻊVرﻟا .رﺎﻬﻧﻻا وﺣﻧ ﻪﺟﺗﻣ
 ةوﻗ ﺔﻘﺣ ﺔﺎﻬﻧ ﻞﺛﻣ اذﻫ نا نﻣ قاوﺳﻻا ﻰﻓ نوﻣﺋﺎﺷﺗﻣﻟا رذﺣو
 ﻰﻓ قاوﺳﻼﻟ ﻪﻓ ﻎﻟﺎﻣﻟا دوﻌﺻﻟا ﺎﻬﯾﻓ Dدا ﻰﺗﻟا ةرﺗﻔﻟا ﻰﻫو ,رﻻودﻟا
 مﺧﺿﺗ ﻰﻟا دﯾدﺟﻟا دﺎﺻﺗﻗﻻارﺎﻌﺳا .كﻟذ رﻻودﻟا  
def Definite 
through 
addition 
3.7.1.2 
36-9 The dollar won’t necessarily rise in line with 
soaring U.S. stocks, either. There is no correlation 
between currencies and markets, says Alex Patelis 
of Merrill Lynch. “ Currency markets are fickle; 
they don’t move in a straight line,” he says. 
 رﺎﻌﺳا نارﻻودﻟا  ﻰﺗﻟا ﺔرﻣﻻا مﻬﺳﻻا رﺎﻌﺳا ﺔﻛاوﻣ ﻊﻔﺗرﯾ نﻟ
 ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ
 ﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ: قاوﺳﻻاو تﻼﻣﻌﻟا نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾﻟ
.مﻘﺗﺳﻣ ﺧﺑ رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣ  
def Def  al- 3.7.1.3 
36-10 The dollar won’t necessarily rise in line with 
soaring U.S. stocks, either. There is no correlation 
between --currencies and markets, says Alex 
Patelis of Merrill Lynch. “Currency markets are 
fickle; they don’t move in a straight line,” he says. 
ا مﻬﺳﻻا رﺎﻌﺳا ﺔﻛاوﻣ ﻊﻔﺗرﯾ نﻟ رﻻودﻟا رﺎﻌﺳا نا ﻰﺗﻟا ﺔرﻣﻻ
 ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ
 نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾﻟتﻼﻣﻌﻟا  ﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ: قاوﺳﻻاو
.مﻘﺗﺳﻣ ﺧﺑ رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣ  
zero Def al- 3.8.1 
36-11 The dollar won’t necessarily rise in line with 
soaring U.S. stocks, either. There is no correlation 
between currencies and --markets, says Alex 
Patelis of Merrill Lynch. “ Currency markets are 
fickle; they don’t move in a straight line,” he says. 
 رﺎﻌﺳا نا ﻰﺗﻟا ﺔرﻣﻻا مﻬﺳﻻا رﺎﻌﺳا ﺔﻛاوﻣ ﻊﻔﺗرﯾ نﻟ رﻻودﻟا
 ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ
 تﻼﻣﻌﻟا نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾﻟقاوﺳﻻاو  ﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ:
.مﻘﺗﺳﻣ ﺧﺑ رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣ  
zero Def al- 3.8.1 
36-12 The dollar won’t necessarily rise in line with 
soaring U.S. stocks, either. There is no correlation ﻻا رﺎﻌﺳا ﺔﻛاوﻣ ﻊﻔﺗرﯾ نﻟ رﻻودﻟا رﺎﻌﺳا نا ﻰﺗﻟا ﺔرﻣﻻا مﻬﺳ
zero Definite 
through 
3.8.1 
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between currencies and markets, says Alex Patelis 
of Merrill Lynch. “ --Currency markets are fickle; 
they don’t move in a straight line,” he says. 
 ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ
: قاوﺳﻻاو تﻼﻣﻌﻟا نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾﻟﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ 
.مﻘﺗﺳﻣ ﺧﺑ رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣ  
addition 
36-13 The dollar won’t necessarily rise in line with 
soaring U.S. stocks, either. There is no correlation 
between currencies and markets, says Alex Patelis 
of Merrill Lynch. “ Currency markets are fickle; 
they don’t move in a straight line,” he says. 
ا ﺔرﻣﻻا مﻬﺳﻻا رﺎﻌﺳا ﺔﻛاوﻣ ﻊﻔﺗرﯾ نﻟ رﻻودﻟا رﺎﻌﺳا نا ﻰﺗﻟ
 ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ
 ﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ: قاوﺳﻻاو تﻼﻣﻌﻟا نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾﻟ
 رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣﺧﺑ .مﻘﺗﺳﻣ  
indef zero 3.9.1.2 
36-14 The dollar won’t necessarily rise in --line with 
soaring U.S. stocks, either. There is no correlation 
between currencies and markets, says Alex Patelis 
of Merrill Lynch. “ Currency markets are fickle; 
they don’t move in a straight line,” he says. 
 ﻊﻔﺗرﯾ نﻟ رﻻودﻟا رﺎﻌﺳا ناﺔﻛاوﻣ  ﻰﺗﻟا ﺔرﻣﻻا مﻬﺳﻻا رﺎﻌﺳا
 .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو
 ﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ: قاوﺳﻻاو تﻼﻣﻌﻟا نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾﻟ
.مﻘﺗﺳﻣ ﺧﺑ رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣ  
zero zero 3.8.13 
36-15 The dollar won’t necessarily rise in line with 
soaring --U.S. stocks, either. There is no 
correlation between currencies and markets, says 
Alex Patelis of Merrill Lynch. “ Currency markets 
are fickle; they don’t move in a straight line,” he 
says. 
 ﺔﻛاوﻣ ﻊﻔﺗرﯾ نﻟ رﻻودﻟا رﺎﻌﺳا نامﻬﺳﻻا رﺎﻌﺳا  ﻰﺗﻟا ﺔرﻣﻻا
 ﻞرﯾﻣ: ﺔرﺷ نﻣ سﻠﯾﺗﺎ سﻟا لوﻘو .نﻻا ارﯾﺑ ﺎﻋﺎﻔﺗرا دﻬﺷﺗ
ﻟ ﺔﻠﻣﻌﻟا رﺎﻌﺳﺎﻓ: قاوﺳﻻاو تﻼﻣﻌﻟا نﯾﺑ بﺳﺎﻧﺗ كﺎﻧﻫ سﻟ :شﻧﯾ
.مﻘﺗﺳﻣ ﺧﺑ رﯾﺳﺗ ﻻو,ﺔﻠﻘﺗﻣ  
zero Definite 
through 
addition 
3.8.1 
37-1 E --God (Glory be to him) loves good for his 
creatures, mainly mankind. He likes man to be 
healthy as he wants man to believe in him. Since 
cleanliness is the key to health, so cleanliness is 
next to godliness. Cleanliness is extendable to 
include your school, street and town. 
 ناﷲ  نو نا بﺣ ﻪﻧا ,نﺎﺳﻧﻻا ﺔﺻﺎﺧ ,ﻪﻘﻠﺧﻟ رﯾﺧﻟا بﺣ
ﺎ ﺎﻣﻟو .ﻪ نﻣؤﯾ نا نﺎﺳﻧﻻا درﯾ ﺎﻣﻠﺛﻣ  ﺔﺣﺻ نﺎﺳﻧﻻا تﻧ
 .ﷲ Dوﻘﺗ ﻰﻟا ﺊﺷ برﻗا ﺔﻓﺎظﻧﻟا نﺎﻓ .ﺔﺣﺻﻟا حﺎﺗﻔﻣ ﻰﻫ ﺔﻓﺎظﻧﻟا
.كﺗﻧﯾدﻣو كﻋرﺎﺷو كﺗﺳردﻣ ﺔﻓﺎظﻧ ﻞﻣﺷﺗو ﺔﻌﺳاو ﺔﻓﺎظﻧﻟاو 
zero zero 3.7.1.4 
37-2 God (Glory be to him) loves --good for his 
creatures, mainly mankind. He likes man to be 
healthy as he wants man to believe in him. Since 
cleanliness is the key to health, so cleanliness is 
next to godliness. Cleanliness is extendable to 
include your school, street and town. 
 بﺣ ﷲ نارﯾﺧﻟا  نو نا بﺣ ﻪﻧا ,نﺎﺳﻧﻻا ﺔﺻﺎﺧ ,ﻪﻘﻠﺧﻟ
 نﻣؤﯾ نا نﺎﺳﻧﻻا درﯾ ﺎﻣﻠﺛﻣ  ﺔﺣﺻ نﺎﺳﻧﻻا تﻧﺎ ﺎﻣﻟو .ﻪ
 .ﷲ Dوﻘﺗ ﻰﻟا ﺊﺷ برﻗا ﺔﻓﺎظﻧﻟا نﺎﻓ .ﺔﺣﺻﻟا حﺎﺗﻔﻣ ﻰﻫ ﺔﻓﺎظﻧﻟا
.كﺗﻧﯾدﻣو كﻋرﺎﺷو كﺗﺳردﻣ ﺔﻓﺎظﻧ ﻞﻣﺷﺗو ﺔﻌﺳاو ﺔﻓﺎظﻧﻟاو 
zero Def al-- 3.8.2 
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37-3 God (Glory be to him) loves good for his creatures, 
mainly --mankind. He likes man to be healthy as 
he wants man to believe in him. Since cleanliness 
is the key to health, so cleanliness is next to 
godliness. Cleanliness is extendable to include 
your school, street and town. 
 ﺔﺻﺎﺧ ,ﻪﻘﻠﺧﻟ رﯾﺧﻟا بﺣ ﷲ نانﺎﺳﻧﻻا نو نا بﺣ ﻪﻧا ,
ﻻا درﯾ ﺎﻣﻠﺛﻣ  ﺔﺣﺻ نﺎﺳﻧﻻا تﻧﺎ ﺎﻣﻟو .ﻪ نﻣؤﯾ نا نﺎﺳﻧ
 .ﷲ Dوﻘﺗ ﻰﻟا ﺊﺷ برﻗا ﺔﻓﺎظﻧﻟا نﺎﻓ .ﺔﺣﺻﻟا حﺎﺗﻔﻣ ﻰﻫ ﺔﻓﺎظﻧﻟا
.كﺗﻧﯾدﻣو كﻋرﺎﺷو كﺗﺳردﻣ ﺔﻓﺎظﻧ ﻞﻣﺷﺗو ﺔﻌﺳاو ﺔﻓﺎظﻧﻟاو 
zero Def al- 3.8 
37-4 God (Glory be to him) loves good for his creatures, 
mainly mankind. He likes man to be healthy as he 
wants man to believe in him. Since --cleanliness is 
the key to health, so cleanliness is next to 
godliness. Cleanliness is extendable to include 
your school, street and town. 
 نو نا بﺣ ﻪﻧا ,نﺎﺳﻧﻻا ﺔﺻﺎﺧ ,ﻪﻘﻠﺧﻟ رﯾﺧﻟا بﺣ ﷲ نا
 تﻧﺎ ﺎﻣﻟو .ﻪ نﻣؤﯾ نا نﺎﺳﻧﻻا درﯾ ﺎﻣﻠﺛﻣ  ﺔﺣﺻ نﺎﺳﻧﻻا
ﺔﻓﺎظﻧﻟا  .ﷲ Dوﻘﺗ ﻰﻟا ﺊﺷ برﻗا ﺔﻓﺎظﻧﻟا نﺎﻓ .ﺔﺣﺻﻟا حﺎﺗﻔﻣ ﻰﻫ
.كﺗﻧﯾدﻣو كﻋرﺎﺷو كﺗﺳردﻣ ﺔﻓﺎظﻧ ﻞﻣﺷﺗو ﺔﻌﺳاو ﺔﻓﺎظﻧﻟاو 
zero Def al- 3.8.2 
38-1 A --Volcanoes erupt violently in some regions.  روﺛﺗنﯾﻛارﺑﻟا .ادﯾدﺷ ﺎﻧاروﺛ تﺎﻬﺟﻟا ضﻌ ﻰﻓ zero Def al-- 3.8.1 
38-2 They demolish --houses and crush buildings.  مدﻬﺗﻓلزﺎﻧﻣﻟا .ﺎد ﻰﻧﺎﻣﻟا كدﺗو   ﺎﻣدﻫ zero Def al- 3.8.1 
38-3 They throw out --fire continually.  فذﻘﺗونارﯾﻧﻟا .ارﻣﺗﺳﻣ ﺎﻓذﻗ zero Def al-- 3.8.2 
38-4 Then the inhabitants get frightened. You hear 
nothing except women crying and children 
screaming. 
 فﺎﺧﯾﻓنﺎﺳﻟا  رﯾﻏ ﻊﻣﺳﺗ ﻼﻓ,ﺎﻣظﻋ ﺎﻓوﺧ ءﺎﺳﻧﻟا ءﺎ و خارﺻ
ﻻا. لﺎﻔط 
def Def al- 3.7.1.3 
38-5 Then the inhabitants get frightened. You hear 
nothing except --women crying and children 
screaming. 
رﯾﻏ ﻊﻣﺳﺗ ﻼﻓ,ﺎﻣظﻋ ﺎﻓوﺧ نﺎﺳﻟا فﺎﺧﯾﻓ  ءﺎءﺎﺳﻧﻟا  خارﺻو
لﺎﻔطﻻا. 
zero Def al- 3.8.1 
38-6 Then the inhabitants get frightened. You hear 
nothing except women crying and --children 
screaming. 
رﯾﻏ ﻊﻣﺳﺗ ﻼﻓ,ﺎﻣظﻋ ﺎﻓوﺧ نﺎﺳﻟا فﺎﺧﯾﻓ ءﺎﺳﻧﻟا ءﺎ  خارﺻو
لﺎﻔطﻻا. 
zero Def al- 3.8.1 
39-1 A When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread (the) knowledge in the town and he judged 
with justice and governed the people with 
kindness and gentleness. 
 زﻌﻣﻟا ﻞﺧد ﺎﻣﻟﻰﻣطﺎﻔﻟا  رﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣاﻓﻼﺧﻟﺔ رﺷﻧﯾ أدﺑ ,
 سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟا.نﯾﻠﻟاو Pﻓرﻟﺎ سﺎﻧﻟا  
def Def al- 3.7.1.4 
39-2 When al-Mu’izz, the Fatimid, entered --Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread (the) knowledge in the town and he judged 
 ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟرﺻﻣ رﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,اﻓﻼﺧﻟﺔ رﺷﻧﯾ أدﺑ ,
.نﯾﻠﻟاو Pﻓرﻟﺎ سﺎﻧﻟا سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟا  
zero zero 3.7.1.4 
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with justice and governed the people with 
kindness and gentleness. 
39-3 When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread (the) knowledge in the town and he judged 
with justice and governed the people with 
kindness and gentleness. 
 ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟ رﻘﻣاﻼﺧﻟﺔﻓ رﺷﻧﯾ أدﺑ ,
 سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟا.نﯾﻠﻟاو Pﻓرﻟﺎ سﺎﻧﻟا  
def Def  
through 
addition 
3.7.1.2 
39-4 When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread --knowledge in the town and he judged 
with justice and governed the people with 
kindness and gentleness. 
 رﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟاﻓﻼﺧﻟﺔ رﺷﻧﯾ أدﺑ ,
فرﺎﻌﻣﻟا .نﯾﻠﻟاو Pﻓرﻟﺎ سﺎﻧﻟا سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ  
zero Def al- 3.8.2 
39-5 When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread knowledge in the town and he judged with 
justice and governed the people with kindness and 
gentleness. 
 رﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟاﻟﻓﻼﺧﺔ رﺷﻧﯾ أدﺑ ,
 ﻰﻓ فرﺎﻌﻣﻟادﻼﻟا.نﯾﻠﻟاو Pﻓرﻟﺎ سﺎﻧﻟا سوﺳو ,لدﻌﻟﺎ مﺣو ,  
def Def al-- 3.7.1.3 
39-6 When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread knowledge in the town and he judged with 
--justice and governed the people with kindness 
and gentleness. 
 رﺷﻧﯾ أدﺑ ,ﻪﺗﻓﻼﺧﻟ ارﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟ
 مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟالدﻌﻟﺎ.نﯾﻠﻟاو Pﻓرﻟﺎ سﺎﻧﻟا سوﺳو ,  
zero Def al-- 3.8.2 
39-7 When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread knowledge in the town and he judged with 
justice and governed the people with kindness and 
gentleness. 
ﻟ ارﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟ رﺷﻧﯾ أدﺑ ,ﻪﺗﻓﻼﺧ
 سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟاسﺎﻧﻟا .نﯾﻠﻟاو Pﻓرﻟﺎ  
def Def al- 3.7.1.2 
39-8 When al-Mu’izz, the Fatimid, entered Egypt and 
took Cairo the capital of his Caliphate, he began to 
spread knowledge in the town and he judged with 
justice and governed the people with --kindness 
and gentleness. 
ارﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟ  رﺷﻧﯾ أدﺑ ,ﻪﺗﻓﻼﺧﻟ
 سﺎﻧﻟا سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟاPﻓرﻟﺎ .نﯾﻠﻟاو  
zero Def al- 3.8.2 
39-9 When al-Mu’izz, the Fatimid, entered Egypt and  رﺷﻧﯾ أدﺑ ,ﻪﺗﻓﻼﺧﻟ ارﻘﻣ ةرﻫﺎﻘﻟا دﺧﺗا ,رﺻﻣ ﻰﻣطﺎﻔﻟا زﻌﻣﻟا ﻞﺧد ﺎﻣﻟ zero Def al- 3.8.2 
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took Cairo the capital of his Caliphate, he began to 
spread knowledge in the town and he judged with 
justice and governed the people with kindness and 
--gentleness. 
 Pﻓرﻟﺎ سﺎﻧﻟا سوﺳو ,لدﻌﻟﺎ مﺣو ,دﻼﻟا ﻰﻓ فرﺎﻌﻣﻟانﯾﻠﻟاو.  
39-10 So, the markets of knowledge arose and the 
literary “goods” became plenty and wealth 
increased. 
 تﻣﺎﻘﻓمﻠﻌﻟا قاوﺳا.لاوﻣﻻا ترﻓاوﺗو ,بدﻻا رﺋﺎﺻ تﻘﻔﻧو ,  def Definite through 
addition 
3.7.1.2 
39-11 So, the markets of knowledge arose and the 
literary “goods” became plenty and wealth 
increased. 
 تﻘﻔﻧو ,مﻠﻌﻟا قاوﺳا تﻣﺎﻘﻓبدﻻا رﺋﺎﺻ.لاوﻣﻻا ترﻓاوﺗو ,  def Definite through 
addition 
3.7.1.3 
39-12 So, the markets of knowledge arose and the 
literary “goods” became plenty and --wealth 
increased. 
ﻣﺎﻘﻓ ترﻓاوﺗو ,بدﻻا رﺋﺎﺻ تﻘﻔﻧو ,مﻠﻌﻟا قاوﺳا تلاوﻣﻻا.  zero Def al- 3.8.2 
40-1 E Pilot: ladies and gentlemen, we shall shortly be 
landing at --New York airport.  ﻰﻓ ﻬﻧﺳ ﻞﯾﻠﻗ دﻌ ,ﻰﺗادﺎﺳ ﻰﺗادﯾﺳ :ةرﺋﺎطﻟا دﺋﺎﻗرﺎطﻣ .كرووﯾﻧ  
zero zero 3.7.1.4 
40-2 --Local time is five thirty in the afternoon. ﺔﻋﺎﺳﻟا  ﻒﺻﻧﻟاو ﺔﺳﻣﺎﺧﻟا ﻰﻠﺣﻣﻟا تﯾﻗوﺗﻟا بﺳﺣ نﻻاءﺎﺳﻣﻟا ﻰﻓ .  zero Def al-- 3.8.2 
40-3 Local time is five thirty in the afternoon.  ﻒﺻﻧﻟاو ﺔﺳﻣﺎﺧﻟا ﻰﻠﺣﻣﻟا تﯾﻗوﺗﻟا بﺳﺣ نﻻاﺔﻋﺎﺳﻟا ﻰﻓءﺎﺳﻣﻟا .  def Def al- 3.8.6 
40-4 The outside temperature is twenty-eight degrees.  ﻎﻠﺑﺗوةرارﺣﻟا ﺔﺟرد .ﺔوﺋﻣ ﺔﺟرد نرﺷﻋو ﺔﻧﺎﻣﺛ جرﺎﺧﻟﺎ  def Definite through 
addition 
3.7.1.3 
40-5 For your own safety, please make sure that --seat-
belts are fastened and extinguish all cigarettes.  Vر نﻣ دﻛﺄﺗﻟا وﺟرﻧ مﻛﺗﻣﻼﺳ ﻞﺟا نﻣﺔﻣزﺣﻻا .رﺋﺎﺟﺳﻟا ءﺎﻔطاو  
zero Def al- 3.8.1 
40-6 For your own safety, please make sure that seat-
belts are fastened and extinguish all --cigarettes.  ءﺎﻔطاو ﺔﻣزﺣﻻا Vر نﻣ دﻛﺄﺗﻟا وﺟرﻧ مﻛﺗﻣﻼﺳ ﻞﺟا نﻣرﺋﺎﺟﺳﻟا.  
zero Def al- 3.8.1 
40-7 Will --passengers please remain seated until the 
aircraft has come to a complete halt.  ﻰﻠﻋوةدﺎﺳﻟا  ةرﺋﺎطﻟا ﻒﻗوﺗﺗ نا ﻰﻟا مﻬﻧﻛﺎﻣا ﻰﻓ اوﻘﯾ نا بﺎرﻟا .ﺎﻣﺎﻣﺗ  
zero Def al-- 3.8.1 
40-8 Will passengers please remain seated until the 
aircraft has come to a complete halt?  ﻒﻗوﺗﺗ نا ﻰﻟا مﻬﻧﻛﺎﻣا ﻰﻓ اوﻘﯾ نا بﺎرﻟا ةدﺎﺳﻟا ﻰﻠﻋوةرﺋﺎطﻟا .ﺎﻣﺎﻣﺗ  
def Def al- 3.7.1.1 
40-9 We hope you have had a pleasant flight.  مﺗﻌﺗﻣﺗﺳا دﻗ اوﻧوﻛﺗ نا وﺟرﻧﺔﻠﺣرﺑ .ﺔﯾط  indef zero 3.9.1.2 
41-1 E Start your day by drinking two glasses of --water  نﻣ نﯾVو برﺷ كﻣوﯾ أدﺑاءﺎﻣﻟا  ﺔﻧﺎﻣﺛ ﻰﻟا ﺔﺗﺳ نﻣ برﺷاو zero Def al- 3.8.2 
 
 
348 
 
and drink at least six to eight more during the rest 
of the day. .موﯾﻟا ﺔﻘ ﻞﻗﻻا ﻰﺑﻋ باوﻛا  
41-2 Start your day by drinking two glasses of water 
and drink at least six to eight more during the rest 
of the day. 
 ﺔﻧﺎﻣﺛ ﻰﻟا ﺔﺗﺳ نﻣ برﺷاو ءﺎﻣﻟا نﻣ نﯾVو برﺷ كﻣوﯾ أدﺑا
 ﻞﻗﻻا ﻰﺑﻋ باوﻛاﺔﻘ .موﯾﻟا  
def Def 
through 
addition 
3.7.1.2 
41-3 Start your day by drinking two glasses of water 
and drink at least six to eight more during the rest 
of the day. 
 ﺔﻧﺎﻣﺛ ﻰﻟا ﺔﺗﺳ نﻣ برﺷاو ءﺎﻣﻟا نﻣ نﯾVو برﺷ كﻣوﯾ أدﺑا
 ﺔﻘ ﻞﻗﻻا ﻰﺑﻋ باوﻛاموﯾﻟا.  
def Definite 
through 
addition 
3.7.1.2 
41-4 --Water is absolutely vital for the body to function 
properly. ءﺎﻣﻟا .ﺔﻣﻠﺳ ﺔﻘرط ﻪﺗﻔظو Dدؤﯾ ﻰ دﺳﺟﻠﻟ (ادﺟ) ﺎﻣﺎﻣﺗ Dوﯾﺣ  
Zero Def al- 3.8.2 
41-5 Water is absolutely vital for the body to function 
properly.  (ادﺟ) ﺎﻣﺎﻣﺗ Dوﯾﺣ ءﺎﻣﻟادﺳﺟﻠﻟ .ﺔﻣﻠﺳ ﺔﻘرط ﻪﺗﻔظو Dدؤﯾ ﻰ  
def Def al- 3.7.1.3 
41-6 --Water also helps to clean the body, so one 
should take a daily bath.  دﻋﺎﺳوءﺎﻣﻟا ﻣﻟا ﻰﻠﻋ اذﻟ مﺳﺟﻟا ﻒﯾظﻧﺗ ﻰﻠﻋ ﺎﺿا ر دﺧﺄ نا ء .ﺎﻣوﯾ مﺎﻣﺣ  
zero Def al- 3.8.2 
41-7 Water also helps to clean the body, so one should 
take a daily bath.  ﻒﯾظﻧﺗ ﻰﻠﻋ ﺎﺿا ءﺎﻣﻟا دﻋﺎﺳومﺳﺟﻟا ﻣﻟا ﻰﻠﻋ اذﻟ ر دﺧﺄ نا ء .ﺎﻣوﯾ مﺎﻣﺣ  
def Def al- 3.7.1.3 
41-8 Water also helps to clean the body, so one should 
take a daily bath. ﻣﻟا ﻰﻠﻋ اذﻟ مﺳﺟﻟا ﻒﯾظﻧﺗ ﻰﻠﻋ ﺎﺿا ءﺎﻣﻟا دﻋﺎﺳو ر دﺧﺄ نا ء مﺎﻣﺣ .ﺎﻣوﯾ  
indef zero 3.9.1.2 
42-1 A A retailer is the person who sells goods in small 
quantities to consumer whereas a wholesaler buys 
large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
ﺔﺋزﺟﺗﻟا رﺟﺎﺗ ةرﯾﻐﺻ تﺎﻣ ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ 
 نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟ
.رﻐﺻا تﺎﻣ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟا  
indef Def 
through 
addition 
3.9.1.6 
42-2 A retailer is the person who sells goods in small 
quantities to consumer whereas a wholesaler buys 
large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
 وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗصﺧﺷﻟا  ةرﯾﻐﺻ تﺎﻣ ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا
نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟ  نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ
.رﻐﺻا تﺎﻣ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟا  
def Def al- 3.7.1.2 
42-3 A retailer is the person who sells --goods in small 
quantities to consumer whereas a wholesaler buys 
large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
 ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﺔﻋﺎﺿﻟا  ةرﯾﻐﺻ تﺎﻣ
 نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟ
.رﻐﺻا تﺎﻣ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟا  
zero Def al- 3.8.1 
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42-4 A retailer is the person who sells goods in --small 
quantities to consumer whereas a wholesaler buys 
large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
 ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗةرﯾﻐﺻ تﺎﻣ 
 نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟ
.رﻐﺻا تﺎﻣ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟا  
zero zero 3.8.1 
42-5 A retailer is the person who sells goods in small 
quantities to consumer whereas a wholesaler buys 
large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
 ةرﯾﻐﺻ تﺎﻣ ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗ
 نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟﺔﻠﻣﺟﻟا رﺟﺎﺗ  نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ
 زﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟا.رﻐﺻا تﺎﻣ ﺔﺋ  
indef Def 
through 
addition 
3.9.1.6 
42-6 A retailer is the person who sells goods in small 
quantities to consumer whereas a wholesaler buys 
--large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
 ةرﯾﻐﺻ تﺎﻣ ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗ
 Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟةرﯾﺑ تﺎﻣ  نﻣ
.رﻐﺻا تﺎﻣ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟا  
zero zero 3.8.1 
42-7 A retailer is the person who sells goods in small 
quantities to consumer whereas a wholesaler buys 
large quantities of --goods from the manufacturer 
and resells  them to the retailer in small quantities. 
ةرﯾﻐﺻ تﺎﻣ ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗ 
 نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟ
ﻊﺋﺎﺿﻟا .رﻐﺻا تﺎﻣ ﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ ﺎﻬﻌﺑ دﯾﻌو  
zero Def al- 3.8.1 
42-8 A retailer is the person who sells goods in small 
quantities to consumer whereas a wholesaler buys 
large quantities of goods from the manufacturer 
and resells  them to the retailer in small quantities. 
 ةرﯾﻐﺻ تﺎﻣ ﺔﻋﺎﺿﻟا ﻊﺑﯾ Dذﻟا صﺧﺷﻟا وﻫ ﺔﺋزﺟﺗﻟا رﺟﺎﺗ
 نﻣ ةرﯾﺑ تﺎﻣ Dرﺗﺷ ﺔﻠﻣﺟﻟا رﺟﺎﺗ نا نﯾﺣ ﻰﻓ كﻠﻬﺗﺳﻣﻠﻟ
 ﺎﻬﻌﺑ دﯾﻌو ﻊﺋﺎﺿﻟاﺔﺋزﺟﺗﻟا رﺟﺎﺗﻟ .رﻐﺻا تﺎﻣ  
def Def 
through 
addition 
3.7.1.1 
43-1 A Many of the things we have are made of plastic. 
Dishes, knives, forks, raincoats, toys, brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
ﺎﻧﯾدﻟ  نﻣ رﯾﺛءﺎﺷﻻا  قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
 رارزﻻاو شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاو
ﻘﺳوﻣﻟا تﺎﻧاوطﺳاو مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰ
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
def Def  al- 3.7.1.3 
43-2 Many of the things we have are made of --plastic. 
Dishes, knives, forks, raincoats, toys, brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
 ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ  نﻣ ﺔﻋوﻧﺻﻣكﺗﺳﻼﻟا قﺎطﻻا كﻟذ لﺎﺛﻣ ,
 رارزﻻاو شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاو
 مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
zero Def  al- 3.8.2 
43-3 Many of the things we have are made of plastic. --
Dishes, knives, forks, raincoats, toys, brushes,  ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ  كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣقﺎطﻻا 
zero Def  al- 3.8.1 
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buttons and music records; these are some of the 
many ways in which plastics are used. ﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاو رارزﻻاو شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞ مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
43-4 Many of the things we have are made of plastic. 
Dishes, --knives, forks, raincoats, toys, brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
 ونﯾﻛﺎﺳﻟا  رارزﻻاو شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو
 مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو
ﻓ.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰ  
zero Def  al- 3.8.1 
43-5 Many of the things we have are made of plastic. 
Dishes, knives, --forks, raincoats, toys, brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
 نﯾﻛﺎﺳﻟاوﻞﻛﻻا كاوﺷاو  رارزﻻاو شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو
 مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
zero Definite 
through 
addition 
3.8.1 
43-6 Many of the things we have are made of plastic. 
Dishes, knives, forks, --raincoats, toys, brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ ةرﯾﺛ ءﺎﺷا
 ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاو قﺎطﻻا كﻟذﻣﻟا ﻒطﺎﻌﻣورط  بﻌﻠﻟاو
 ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو رارزﻻاو شرﻔﻟاو
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا  
zero Definite 
through 
addition 
3.8.1 
43-7 Many of the things we have are made of plastic. 
Dishes, knives, forks, raincoats, --toys, brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
 رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاوبﻌﻠﻟاو  رارزﻻاو شرﻔﻟاو
ﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو مد
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
zero Def  al- 3.8.1 
43-8 Many of the things we have are made of plastic. 
Dishes, knives, forks, raincoats, toys, --brushes, 
buttons and music records; these are some of the 
many ways in which plastics are used. 
ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
 بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاوشرﻔﻟاو  رارزﻻاو
 مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
zero Def  al- 3.8.1 
43-9 Many of the things we have are made of plastic. 
Dishes, knives, forks, raincoats, toys, brushes, -- ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
zero Def  al-- 3.8.1 
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buttons and music records; these are some of the 
many ways in which plastics are used.  شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاورارزﻻاو ﺳاو مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,ﻰﻘﺳوﻣﻟا تﺎﻧاوط
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
43-10 Many of the things we have are made of plastic. 
Dishes, knives, forks, raincoats, toys, brushes, 
buttons and ---music records; these are some of 
the many ways in which plastics are used. 
ﺎﻧﯾدﻟ  ءﺎﺷﻻا نﻣ رﯾﺛ   قﺎطﻻا كﻟذ لﺎﺛﻣ ,كﺗﺳﻼﻟا نﻣ ﺔﻋوﻧﺻﻣ
 رارزﻻاو شرﻔﻟاو بﻌﻠﻟاو رطﻣﻟا ﻒطﺎﻌﻣو ﻞﻛﻻا كاوﺷاو نﯾﻛﺎﺳﻟاو
ﻰﻘﺳوﻣﻟا تﺎﻧاوطﺳاو مدﺧﺗﺳ ﻰﺗﻟا ةدﯾدﻌﻟا ءﺎﺷﻻا نﻣ ضﻌ اذﻫو ,
.كﺗﺳﻼﻟا ﺎﻬﻌﻧﺻ ﻰﻓ  
zero Definite 
through 
addition 
3.8.1 
43-11 --Plastics are now fast taking the place of wood, 
leather, glass, copper and metal.  ﻞﺗﺣكﺗﺳﻼﻟا  سﺎﺣﻧﻟاو جﺎﺟزﻟاو دﻠﺟﻟاو بﺷﺧﻟا نﺎﻣ ﺔﻋرﺳ نﻻا .ندﻌﻣﻟاو  
zero Def  al- 3.8.1 
43-12 Plastics are now fast taking the place of wood, 
leather, glass, copper and metal.  ﺔﻋرﺳ نﻻا كﺗﺳﻼﻟا ﻞﺗﺣبﺷﺧﻟا نﺎﻣ  سﺎﺣﻧﻟاو جﺎﺟزﻟاو دﻠﺟﻟاو .ندﻌﻣﻟاو  
def Definite 
through 
addition 
3.7.1.2 
43-13 Plastics are now fast taking the place of wood, --
leather, glass, copper and metal.  بﺷﺧﻟا نﺎﻣ ﺔﻋرﺳ نﻻا كﺗﺳﻼﻟا ﻞﺗﺣدﻠﺟﻟاو  سﺎﺣﻧﻟاو جﺎﺟزﻟاو .ندﻌﻣﻟاو  
zero Def  al- 3.8.2 
43-14 Plastics are now fast taking the place of wood, 
leather, --glass, copper and metal.  دﻠﺟﻟاو بﺷﺧﻟا نﺎﻣ ﺔﻋرﺳ نﻻا كﺗﺳﻼﻟا ﻞﺗﺣجﺎﺟزﻟاو  سﺎﺣﻧﻟاو .ندﻌﻣﻟاو  
zero Def  al- 3.8.2 
43-15 Plastics are now fast taking the place of wood, 
leather, glass, --copper and metal.  جﺎﺟزﻟاو دﻠﺟﻟاو بﺷﺧﻟا نﺎﻣ ﺔﻋرﺳ نﻻا كﺗﺳﻼﻟا ﻞﺗﺣسﺎﺣﻧﻟاو .ندﻌﻣﻟاو  
zero Def  al- 3.8.2 
43-16 Plastics are now fast taking the place of wood, 
leather, glass, copper and --metal.  سﺎﺣﻧﻟاو جﺎﺟزﻟاو دﻠﺟﻟاو بﺷﺧﻟا نﺎﻣ ﺔﻋرﺳ نﻻا كﺗﺳﻼﻟا ﻞﺗﺣ.ندﻌﻣﻟاو  
zero Def  al- 3.8.2 
43-17 Plastics are now fast taking the place of --wood, 
leather, glass, copper and metal.  نﺎﻣ ﺔﻋرﺳ نﻻا كﺗﺳﻼﻟا ﻞﺗﺣبﺷﺧﻟا  سﺎﺣﻧﻟاو جﺎﺟزﻟاو دﻠﺟﻟاو .ندﻌﻣﻟاو  
zero Def  al- 2.8.2 
43-18 --Plastic products are popular partly because they 
are inexpensive and clean.  رﺎﺷﺗﻧا Dزﻌكﺗﺳﻼﻟا تﺎﺟﺗﻧﻣ  ﺔﺻﺧر ﺎﻬﻧا ﻰﻟا ﺊﺷﻟا ضﻌ .ﺔﻔظﻧو  
zero Definite 
through 
addition 
3.8.1 
44-1 E --President George W. Bush, addressing reporters  جرﺧسﺋرﻟا  ﻰﻓ نﯾﯾﻓﺎﺣﺻﻟا ﻰﻟا ﻪﺛﯾدﺣ ﻰﻓ شوﺑ وﯾﻠﺑد  جروﺟ zero Def  al-  
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in Texas last week, went out of his way to praise 
Germany, that second-to-last bastion of bloody-
minded Old Europe. 
 سﺎﺳﻛﺗ ﻞﻘﻌﻣﻟا ﻰﻫو ﺎﻧﺎﻣﻟا ﺢدﻣ ﻰﻓ ﻩروط نﻋ ﻰﺿﺎﻣﻟا عوﺑﺳﻻا
.ﺔوﻣدﻟا ﺔﻣدﻘﻟا ﺎوروا ﻰﻓ رﯾﺧﻻا ﻞﺑﻗ  
44-2 President --George W. Bush, addressing reporters 
in Texas last week, went out of his way to praise 
Germany, that second-to-last bastion of bloody-
minded Old Europe. 
 سﺋرﻟا جرﺧ-- ﻰﻓ نﯾﯾﻓﺎﺣﺻﻟا ﻰﻟا ﻪﺛﯾدﺣ ﻰﻓ شوﺑ وﯾﻠﺑد  جروﺟ
 ﻞﻘﻌﻣﻟا ﻰﻫو ﺎﻧﺎﻣﻟا ﺢدﻣ ﻰﻓ ﻩروط نﻋ ﻰﺿﺎﻣﻟا عوﺑﺳﻻا سﺎﺳﻛﺗ
.ﺔوﻣدﻟا ﺔﻣدﻘﻟا ﺎوروا ﻰﻓ رﯾﺧﻻا ﻞﺑﻗ  
zero zero 3.7.1.4 
44-3 President George W. Bush, addressing reporters in 
--Texas last week, went out of his way to praise 
Germany, that second-to-last bastion of bloody-
minded Old Europe. 
 ﻰﻓ نﯾﯾﻓﺎﺣﺻﻟا ﻰﻟا ﻪﺛﯾدﺣ ﻰﻓ شوﺑ وﯾﻠﺑد  جروﺟ سﺋرﻟا جرﺧ--
 ﻞﻘﻌﻣﻟا ﻰﻫو ﺎﻧﺎﻣﻟا ﺢدﻣ ﻰﻓ ﻩروط نﻋ ﻰﺿﺎﻣﻟا عوﺑﺳﻻا سﺎﺳﻛﺗ
.ﺔوﻣدﻟا ﺔﻣدﻘﻟا ﺎوروا ﻰﻓ رﯾﺧﻻا ﻞﺑﻗ  
zero zero 3.7.1.4 
44-4 President George W. Bush, addressing reporters in 
Texas-- last week, went out of his way to praise 
Germany, that second-to-last bastion of bloody-
minded Old Europe. 
 ﻰﻓ نﯾﯾﻓﺎﺣﺻﻟا ﻰﻟا ﻪﺛﯾدﺣ ﻰﻓ شوﺑ وﯾﻠﺑد  جروﺟ سﺋرﻟا جرﺧ
 سﺎﺳﻛﺗعوﺑﺳﻻا  ﻞﻘﻌﻣﻟا ﻰﻫو ﺎﻧﺎﻣﻟا ﺢدﻣ ﻰﻓ ﻩروط نﻋ ﻰﺿﺎﻣﻟا
.ﺔوﻣدﻟا ﺔﻣدﻘﻟا ﺎوروا ﻰﻓ رﯾﺧﻻا ﻞﺑﻗ  
zero Def  al- 3.8.6 
44-5 President George W. Bush, addressing reporters in 
Texas last week, went out of his way to praise --
Germany, that second-to-last bastion of bloody-
minded Old Europe. 
 ﻰﻓ نﯾﯾﻓﺎﺣﺻﻟا ﻰﻟا ﻪﺛﯾدﺣ ﻰﻓ شوﺑ وﯾﻠﺑد  جروﺟ سﺋرﻟا جرﺧ
 ﺢدﻣ ﻰﻓ ﻩروط نﻋ ﻰﺿﺎﻣﻟا عوﺑﺳﻻا سﺎﺳﻛﺗ-- ﻰﻫو ﺎﻧﺎﻣﻟا
.ﺔوﻣدﻟا ﺔﻣدﻘﻟا ﺎوروا ﻰﻓ رﯾﺧﻻا ﻞﺑﻗ ﻞﻘﻌﻣﻟا  
zero zero 3.7.1.4 
44-6 --Germany has taken a very active role in 
Afghanistan, and we are very thankful for that. تﻣﺎﻗ دﻗ--  ﺎﻬﻟ نﺣﻧو  نﺎﺗﺳﻧﺎﻐﻓا ﻰﻓ ادﺟ ﺷﻧ رودﺑ ﺎﻧﺎﻣﻟا.اذﻫ ﻰﻠﻋ ادﺟ نوﻧﺗﻣﻣ  
zero zero 3.7.1.4 
44-7 Germany has taken a very active role in 
Afghanistan, and we are very thankful for that.  ﺎﻧﺎﻣﻟا تﻣﺎﻗ دﻗرودﺑ  نوﻧﺗﻣﻣ ﺎﻬﻟ نﺣﻧو  نﺎﺗﺳﻧﺎﻐﻓا ﻰﻓ ادﺟ ﺷﻧ .اذﻫ ﻰﻠﻋ ادﺟ  
indef zero 3.9.1.2 
44-8 Germany has taken a very active role in --
Afghanistan, and we are very thankful for that.  ﻰﻓ ادﺟ ﺷﻧ رودﺑ ﺎﻧﺎﻣﻟا تﻣﺎﻗ دﻗ-- ﺎﻬﻟ نﺣﻧو  نﺎﺗﺳﻧﺎﻐﻓا .اذﻫ ﻰﻠﻋ ادﺟ نوﻧﺗﻣﻣ  
zero zero 2.7.1.4 
44-9 As --NATO steps forward, Germany has assumed a 
big responsibility. And we really appreciate the 
German participation. 
 فﺎﺣوﺗﺎﻧﻟا  نﺣﻧو .ةرﯾﺑ ﺔﻟوؤﺳﻣ تﻠﻣﺣﺗ ﺎﻧﺎﻣﻟا نﺎﻓ ةدﻋﺎﺳﻣﻠﻟ مدﻘﺗ
.ﺔرﺎﺷﻣﻟا ﻩذﻫ ﺎﻧﺎﻣﻟﻻ ﻼﻌﻓ ردﻘﻧ  
zero Def  al- 3.8.2 
44-10 As NATO steps forward, --Germany has assumed a 
big responsibility. And we really appreciate the 
German participation. 
 نﺎﻓ ةدﻋﺎﺳﻣﻠﻟ مدﻘﺗ وﺗﺎﻧﻟا فﺎﺣ-- .ةرﯾﺑ ﺔﻟوؤﺳﻣ تﻠﻣﺣﺗ ﺎﻧﺎﻣﻟا
.ﺔرﺎﺷﻣﻟا ﻩذﻫ ﺎﻧﺎﻣﻟﻻ ﻼﻌﻓ ردﻘﻧ نﺣﻧو  
zero zero 3.7.1.4 
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44-11 As NATO steps forward, Germany has assumed a 
big responsibility. And we really appreciate the 
German participation. 
 تﻠﻣﺣﺗ ﺎﻧﺎﻣﻟا نﺎﻓ ةدﻋﺎﺳﻣﻠﻟ مدﻘﺗ وﺗﺎﻧﻟا فﺎﺣﺔﻟوؤﺳﻣ  نﺣﻧو .ةرﯾﺑ
.ﺔرﺎﺷﻣﻟا ﻩذﻫ ﺎﻧﺎﻣﻟﻻ ﻼﻌﻓ ردﻘﻧ  
indef zero 3.9.1.2 
44-12 As NATO steps forward, Germany has assumed a 
big responsibility. And we really appreciate the 
German participation. 
 نﺣﻧو .ةرﯾﺑ ﺔﻟوؤﺳﻣ تﻠﻣﺣﺗ ﺎﻧﺎﻣﻟا نﺎﻓ ةدﻋﺎﺳﻣﻠﻟ مدﻘﺗ وﺗﺎﻧﻟا فﺎﺣ
 ﻩذﻫ ﺎﻧﺎﻣﻟﻻ ﻼﻌﻓ ردﻘﻧﺔرﺎﺷﻣﻟا.  
def Definite 
through 
the 
definite 
article 
al- 
3.7.1.1 
44-13 It seems only yesterday that --Washington and 
Berlin were at each other’s throats over Iraq. But 
apparently the United States is tired of being 
hammered as a unilateralist, and has even realized 
it needs Old Europe at least Germany. 
 و ودﺑﯾ تﺎﻗﻼﻋ تﻧﺎ نﯾﺣ سﻣﻻﺎ ثدﺣ رﻣﻻا نﺄ-- نطﻧﺷاو
 تﺎﻻوﻟا نا ودﺑﯾ ﻪﻧﻛﻟو قارﻌﻟا بﺑﺳ دﯾدﺷ رﺗوﺗ ةرﺗﻔ رﻣﺗ نﯾﻟرVو
 تﺎﺳﺎﺳﻟا ﺔدﺎﺣا ﺔﻟود ﺎﻬﻧﺎ ﺎﻫدﺎﻘﺗﻧا ﺔﻠﺻاوﻣ نﻣ تﺑﻌﺗ دﻗ ةدﺣﺗﻣﻟا
 ﺎوروﺎ ﻪﺗﻣﺳا ﺎﻣ ﻰﻟا ﺔﺟﺎﺣ ﺎﻬﻧا تردا نوﻛﺗ نا نﻣو ﻞﺑ
.ﻞﻗﻻا ﻰﻠﻋ ﺎﻧﺎﻣﻟﻻ وا ﺔﻣدﻘﻟا  
zero zero 3.7.1.4 
44-14 It seems only yesterday that Washington and --
Berlin were at each other’s throats over Iraq. But 
apparently the United States is tired of being 
hammered as a unilateralist, and has even realized 
it needs Old Europe at least Germany. 
و نطﻧﺷاو تﺎﻗﻼﻋ تﻧﺎ نﯾﺣ سﻣﻻﺎ ثدﺣ رﻣﻻا نﺄو ودﺑﯾ-- 
 تﺎﻻوﻟا نا ودﺑﯾ ﻪﻧﻛﻟو قارﻌﻟا بﺑﺳ دﯾدﺷ رﺗوﺗ ةرﺗﻔ رﻣﺗ نﯾﻟرﺑ
 تﺎﺳﺎﺳﻟا ﺔدﺎﺣا ﺔﻟود ﺎﻬﻧﺎ ﺎﻫدﺎﻘﺗﻧا ﺔﻠﺻاوﻣ نﻣ تﺑﻌﺗ دﻗ ةدﺣﺗﻣﻟا
 ﺎوروﺎ ﻪﺗﻣﺳا ﺎﻣ ﻰﻟا ﺔﺟﺎﺣ ﺎﻬﻧا تردا نوﻛﺗ نا نﻣو ﻞﺑ
ﻣﻟﻻ وا ﺔﻣدﻘﻟا.ﻞﻗﻻا ﻰﻠﻋ ﺎﻧﺎ  
zero zero 3.7.1.4 
44-15 It seems only yesterday that Washington and 
Berlin were at each other’s throats over --Iraq. But 
apparently the United States is tired of being 
hammered as a unilateralist, and has even realized 
it needs Old Europe at least Germany. 
 نﯾﻟرVو نطﻧﺷاو تﺎﻗﻼﻋ تﻧﺎ نﯾﺣ سﻣﻻﺎ ثدﺣ رﻣﻻا نﺄو ودﺑﯾ
 بﺑﺳ دﯾدﺷ رﺗوﺗ ةرﺗﻔ رﻣﺗقارﻌﻟا  ةدﺣﺗﻣﻟا تﺎﻻوﻟا نا ودﺑﯾ ﻪﻧﻛﻟو
 ﻞﺑ تﺎﺳﺎﺳﻟا ﺔدﺎﺣا ﺔﻟود ﺎﻬﻧﺎ ﺎﻫدﺎﻘﺗﻧا ﺔﻠﺻاوﻣ نﻣ تﺑﻌﺗ دﻗ
 ﺔﻣدﻘﻟا ﺎوروﺎ ﻪﺗﻣﺳا ﺎﻣ ﻰﻟا ﺔﺟﺎﺣ ﺎﻬﻧا تردا نوﻛﺗ نا نﻣو
.ﻞﻗﻻا ﻰﻠﻋ ﺎﻧﺎﻣﻟﻻ وا  
zero Def  al- 3.7.1.4 
44-16 It seems only yesterday that Washington and 
Berlin were at each other’s throats over Iraq. But 
apparently the United States is tired of being 
hammered as a unilateralist, and has even realized 
 نﯾﻟرVو نطﻧﺷاو تﺎﻗﻼﻋ تﻧﺎ نﯾﺣ سﻣﻻﺎ ثدﺣ رﻣﻻا نﺄو ودﺑﯾ
 نا ودﺑﯾ ﻪﻧﻛﻟو قارﻌﻟا بﺑﺳ دﯾدﺷ رﺗوﺗ ةرﺗﻔ رﻣﺗةدﺣﺗﻣﻟا تﺎﻻوﻟا 
 ﻞﺑ تﺎﺳﺎﺳﻟا ﺔدﺎﺣا ﺔﻟود ﺎﻬﻧﺎ ﺎﻫدﺎﻘﺗﻧا ﺔﻠﺻاوﻣ نﻣ تﺑﻌﺗ دﻗ
def Def  al- 3.7.1.5 
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it needs Old Europe at least Germany.  ﺔﻣدﻘﻟا ﺎوروﺎ ﻪﺗﻣﺳا ﺎﻣ ﻰﻟا ﺔﺟﺎﺣ ﺎﻬﻧا تردا نوﻛﺗ نا نﻣو
ﻻا ﻰﻠﻋ ﺎﻧﺎﻣﻟﻻ وا.ﻞﻗ  
44-17 It seems only yesterday that Washington and 
Berlin were at each other’s throats over Iraq. But 
apparently the United States is tired of being 
hammered as a unilateralist, and has even realized 
it needs Old Europe at least Germany. 
 نﯾﻟرVو نطﻧﺷاو تﺎﻗﻼﻋ تﻧﺎ نﯾﺣ سﻣﻻﺎ ثدﺣ رﻣﻻا نﺄو ودﺑﯾ
 ةدﺣﺗﻣﻟا تﺎﻻوﻟا نا ودﺑﯾ ﻪﻧﻛﻟو قارﻌﻟا بﺑﺳ دﯾدﺷ رﺗوﺗ ةرﺗﻔ رﻣﺗ
 ﺎﻬﻧﺎ ﺎﻫدﺎﻘﺗﻧا ﺔﻠﺻاوﻣ نﻣ تﺑﻌﺗ دﻗﺔﻟود  ﻞﺑ تﺎﺳﺎﺳﻟا ﺔدﺎﺣا
ﻣو ﺔﻣدﻘﻟا ﺎوروﺎ ﻪﺗﻣﺳا ﺎﻣ ﻰﻟا ﺔﺟﺎﺣ ﺎﻬﻧا تردا نوﻛﺗ نا ن
.ﻞﻗﻻا ﻰﻠﻋ ﺎﻧﺎﻣﻟﻻ وا  
indef zero 3.9.1.8 
44-18 It seems only yesterday that Washington and 
Berlin were at each other’s throats over Iraq. But 
apparently the United States is tired of being 
hammered as a unilateralist, and has even realized 
it needs --Old Europe at least Germany. 
 نﯾﻟرVو نطﻧﺷاو تﺎﻗﻼﻋ تﻧﺎ نﯾﺣ سﻣﻻﺎ ثدﺣ رﻣﻻا نﺄو ودﺑﯾ
 ةدﺣﺗﻣﻟا تﺎﻻوﻟا نا ودﺑﯾ ﻪﻧﻛﻟو قارﻌﻟا بﺑﺳ دﯾدﺷ رﺗوﺗ ةرﺗﻔ رﻣﺗ
تﺎﺳﺎﺳﻟا ﺔدﺎﺣا ﺔﻟود ﺎﻬﻧﺎ ﺎﻫدﺎﻘﺗﻧا ﺔﻠﺻاوﻣ نﻣ تﺑﻌﺗ دﻗ  ﻞﺑ
 ﻪﺗﻣﺳا ﺎﻣ ﻰﻟا ﺔﺟﺎﺣ ﺎﻬﻧا تردا نوﻛﺗ نا نﻣوﺔﻣدﻘﻟا ﺎوروﺎ 
.ﻞﻗﻻا ﻰﻠﻋ ﺎﻧﺎﻣﻟﻻ وا  
zero Definite 
through 
addition 
3.7.1.4 
45-1 A The stages of --education in the Arab world are: 
primary, preparatory, secondary stages, and 
university. 
 ﻞﺣارﻣمﻠﻌﺗﻟا  ﺔوﻧﺎﺛﻟاو ﺔدادﻋﻻاو ﺔﺋادﺗﺑﻻا ﻰﻫ ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ
.ﺔﻌﻣﺎﺟﻟاو  
zero Def  al- 3.7.1.2 
45-2 The stages of education in the Arab world are: 
primary, preparatory, secondary, and university.  ﻰﻓ مﻠﻌﺗﻟا ﻞﺣارﻣﻰVرﻌﻟا مﻟﺎﻌﻟا  ﺔوﻧﺎﺛﻟاو ﺔدادﻋﻻاو ﺔﺋادﺗﺑﻻا ﻰﻫ .ﺔﻌﻣﺎﺟﻟاو  
def Def  al- 3.7.1.5 
45-3 The stages of education in the Arab world are: --
primary, preparatory, secondary stages, and 
university. 
 ﻰﻫ ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ مﻠﻌﺗﻟا ﻞﺣارﻣﺔﺋادﺗﺑﻻا  ﺔوﻧﺎﺛﻟاو ﺔدادﻋﻻاو
.ﺔﻌﻣﺎﺟﻟاو  
zero Def  al- 3.8.1 
45-4 The stages of education in the Arab world are: 
primary, preparatory, secondary stages, and 
university. 
 ﺔوﻧﺎﺛﻟاو ﺔدادﻋﻻاو ﺔﺋادﺗﺑﻻا ﻰﻫ ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ مﻠﻌﺗﻟا ﻞﺣارﻣ
ﺔﻌﻣﺎﺟﻟاو.  
zero Definite 
through 
the 
definite 
article al 
3.8.3 
45-5 The ministries of education determine the 
programs of instruction, set the examination 
times, and appoint the teachers in the public 
 ررﻘﺗﺔVرﺗﻟا تارازو  تﺎﻧﺎﺣﺗﻣﻻا دﯾﻋاوﻣ ددﺣﺗو مﻠﻌﺗﻟا ﺞﻫﺎﻧﻣ مﻠﻌﺗﻟاو
.ﺔﻣوﺣﻟا سرادﻣﻟا ﻰﻓ تﺎﻣﻠﻌﻣﻟاو نﯾﻣﻠﻌﻣﻟا نﯾﻌﺗو  
def Definite 
through 
addition 
3.7.1.2 
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schools. 
45-6 The ministries of education determine the 
programs of instruction, set the examination 
times, and appoint the teachers in the public 
schools. 
 مﻠﻌﺗﻟاو ﺔVرﺗﻟا تارازو ررﻘﺗمﻠﻌﺗﻟا ﺞﻫﺎﻧﻣ  تﺎﻧﺎﺣﺗﻣﻻا دﯾﻋاوﻣ ددﺣﺗو
.ﺔﻣوﺣﻟا سرادﻣﻟا ﻰﻓ تﺎﻣﻠﻌﻣﻟاو نﯾﻣﻠﻌﻣﻟا نﯾﻌﺗو  
def Definite 
through 
addition 
3.7.1.2 
45-7 The ministries of education determine the 
programs of instruction, set the examination 
times, and appoint the teachers in the public 
schools. 
 ددﺣﺗو مﻠﻌﺗﻟا ﺞﻫﺎﻧﻣ مﻠﻌﺗﻟاو ﺔVرﺗﻟا تارازو ررﻘﺗتﺎﻧﺎﺣﺗﻣﻻا دﯾﻋاوﻣ 
.ﺔﻣوﺣﻟا سرادﻣﻟا ﻰﻓ تﺎﻣﻠﻌﻣﻟاو نﯾﻣﻠﻌﻣﻟا نﯾﻌﺗو  
def Definite 
through 
addition 
3.7.1.3 
45-8 The ministries of education determine the 
programs of instruction, set the examination 
times, and appoint the teachers in the public 
schools. 
 تﺎﻧﺎﺣﺗﻣﻻا دﯾﻋاوﻣ ددﺣﺗو مﻠﻌﺗﻟا ﺞﻫﺎﻧﻣ مﻠﻌﺗﻟاو ﺔVرﺗﻟا تارازو ررﻘﺗ
 نﯾﻌﺗونﯾﻣﻠﻌﻣﻟا .ﺔﻣوﺣﻟا سرادﻣﻟا ﻰﻓ تﺎﻣﻠﻌﻣﻟاو  
def Def  al- 3.7.1.3 
45-9 The ministries of education determine the 
programs of instruction, set the examination 
times, and appoint the teachers in the public 
schools. 
 تﺎﻧﺎﺣﺗﻣﻻا دﯾﻋاوﻣ ددﺣﺗو مﻠﻌﺗﻟا ﺞﻫﺎﻧﻣ مﻠﻌﺗﻟاو ﺔVرﺗﻟا تارازو ررﻘﺗ
 ﻰﻓ تﺎﻣﻠﻌﻣﻟاو نﯾﻣﻠﻌﻣﻟا نﯾﻌﺗوسرادﻣﻟا .ﺔﻣوﺣﻟا  
def Def  al- 3.7.1.3 
45-10 --Schools and universities in the Arab world teach 
French, English, Arabic, along with other subjects.  سردﺗسرادﻣﻟا  ﺔزﯾﻠﺟﻧﻻاو ﺔﺳﻧرﻔﻟا ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ تﺎﻌﻣﺎﺟﻟاو.Dرﺧﻻا ﻊﺿاوﻣﻟا بﻧﺎﺟ ﻰﻟا ﺔVرﻌﻟاو  
zero Def  al- 3.8.1 
45-11 Schools and --universities in the Arab world teach 
French, English, Arabic, along with other subjects.  سرادﻣﻟا سردﺗتﺎﻌﻣﺎﺟﻟاو  ﺔزﯾﻠﺟﻧﻻاو ﺔﺳﻧرﻔﻟا ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ.Dرﺧﻻا ﻊﺿاوﻣﻟا بﻧﺎﺟ ﻰﻟا ﺔVرﻌﻟاو  
zero Def.al- 3.8.1 
45-12 Schools and universities in the arab world teach --
French, English, Arabic, along with other subjects.  ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ تﺎﻌﻣﺎﺟﻟاو سرادﻣﻟا سردﺗﺔﺳﻧرﻔﻟا  ﺔزﯾﻠﺟﻧﻻاو .Dرﺧﻻا ﻊﺿاوﻣﻟا بﻧﺎﺟ ﻰﻟا ﺔVرﻌﻟاو  
zero Def.al- 3.8.2 
45-13 Schools and universities in the Arab world teach 
French,-- English, Arabic, along with other 
subjects. 
 ﺔﺳﻧرﻔﻟا ﻰVرﻌﻟا مﻟﺎﻌﻟا ﻰﻓ تﺎﻌﻣﺎﺟﻟاو سرادﻣﻟا سردﺗﺔزﯾﻠﺟﻧﻻاو 
.Dرﺧﻻا ﻊﺿاوﻣﻟا بﻧﺎﺟ ﻰﻟا ﺔVرﻌﻟاو  
zero Def.al- 3.8.2 
45-14 There are a number of private schools and 
universities, some foreign and some Arab.  كﺎﻧﻫددﻋ  ﺔﺑﻧﺟا ﺎﻬﺿﻌ ,ﺔﺻﺎﺧﻟا تﺎﻌﻣﺎﺟﻟاو سرادﻣﻟا نﻣ.ﺔVرﻋ ﺎﻬﺿﻌو  
indef zero 3.9.1.7 
45-15  --private schools and universities  نﻣ ددﻋ كﺎﻧﻫسرادﻣﻟا  ﺔﺑﻧﺟا ﺎﻬﺿﻌ ,ﺔﺻﺎﺧﻟا تﺎﻌﻣﺎﺟﻟاو
.ﺔVرﻋ ﺎﻬﺿﻌو  
zero Def. al- 3.8.1 
 
 
356 
 
46-1 E On-- behalf of the people and the council of State 
of Guinea-Bissau, and on my own behalf, I have 
the honour to send cordial greetings to your 
Excellency. 
ﺔﺎﻧﻟﺎ  ﻰﺳﻔﻧ نﻋ ﺔﻟﺎﺻﻻﺎو ﺎﺳﺑ ﺎﻧﯾﻐ ﺔﻟودﻟا سﻠﺟﻣو بﻌﺷﻟا نﻋ
 مﻛﺗدﺎﻌﺳﻟ ﺔﻗدﺎﺻﻟا ﻰﺗﺎﺣﺗ ﻞﺳرا نا ﻰﻧﻓرﺷ ﻪﻧﺄﻓ.  
zero Def. al- 3.8.13 
46-2 On behalf of the people and the council of State of 
Guinea-Bissau, and on my own behalf, I have the 
honour to send cordial greetings to your 
Excellency. 
 نﻋ ﺔﺎﻧﻟﺎبﻌﺷﻟا  ﻰﺳﻔﻧ نﻋ ﺔﻟﺎﺻﻻﺎو ﺎﺳﺑ ﺎﻧﯾﻐ ﺔﻟودﻟا سﻠﺟﻣو
. مﻛﺗدﺎﻌﺳﻟ ﺔﻗدﺎﺻﻟا ﻰﺗﺎﺣﺗ ﻞﺳرا نا ﻰﻧﻓرﺷ ﻪﻧﺄﻓ  
def Def.al- 3.7.1.3 
46-3 On behalf of the people and the council of State of 
Guinea-Bissau, and on my own behalf, I have the 
honour to send cordial greetings to your 
Excellency. 
 بﻌﺷﻟا نﻋ ﺔﺎﻧﻟﺎﺔﻟودﻟا سﻠﺟﻣو  ﻰﺳﻔﻧ نﻋ ﺔﻟﺎﺻﻻﺎو ﺎﺳﺑ ﺎﻧﯾﻐ
. مﻛﺗدﺎﻌﺳﻟ ﺔﻗدﺎﺻﻟا ﻰﺗﺎﺣﺗ ﻞﺳرا نا فرﺷﻟا ﻰﻟ ﻪﻧﺄﻓ  
def Def. 
addition 
3.7.1.2 
46-4 On behalf of the people and the council of State of 
--Guinea-Bissau, and on my own behalf, I have the 
honour to send cordial greetings to your 
Excellency. 
 ﺔﻟودﻟا سﻠﺟﻣو بﻌﺷﻟا نﻋ ﺔﺎﻧﻟﺎ-- نﻋ ﺔﻟﺎﺻﻻﺎو ﺎﺳﺑ ﺎﻧﯾﻐ
. مﻛﺗدﺎﻌﺳﻟ ﺔﻗدﺎﺻﻟا ﻰﺗﺎﺣﺗ ﻞﺳرا نا فرﺷﻟا ﻰﻟ ﻪﻧﺄﻓ ﻰﺳﻔﻧ  
zero zero 3.7.1.4 
46-5 On behalf of the people and the council of State of 
Guinea-Bissau, and on my own behalf, I have the 
honour to send cordial greetings to your 
Excellency. 
 ﻰﺳﻔﻧ نﻋ ﺔﻟﺎﺻﻻﺎو ﺎﺳﺑ ﺎﻧﯾﻐ ﺔﻟودﻟا سﻠﺟﻣو بﻌﺷﻟا نﻋ ﺔﺎﻧﻟﺎ
 ﻪﻧﺄﻓ  ﻰﻟفرﺷﻟا . مﻛﺗدﺎﻌﺳﻟ ﺔﻗدﺎﺻﻟا ﻰﺗﺎﺣﺗ ﻞﺳرا نا  
def Def. al- 3.7.1.3 
46-6 On behalf of the people and the council of State of 
Guinea-Bissau, and on my own behalf, I have the 
honour to send --cordial greetings to your 
Excellency. 
 ﻰﺳﻔﻧ نﻋ ﺔﻟﺎﺻﻻﺎو ﺎﺳﺑ ﺎﻧﯾﻐ ﺔﻟودﻟا سﻠﺟﻣو بﻌﺷﻟا نﻋ ﺔﺎﻧﻟﺎ
 ﻞﺳرا نا فرﺷﻟا ﻰﻟ ﻪﻧﺄﻓﺔﻗدﺎﺻﻟا ﻰﺗﺎﺣﺗ ﻌﺳﻟ. مﻛﺗدﺎ  
zero Def. 
addition 
3.8.1 
46-7 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue with a view to the 
acceleration of independent national economic 
development of our countries for the benefit of 
 ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧارﻣﺗؤﻣﻟا فادﻫﻻ  ﻞﺷﺗ ﻰﺗﻟا
نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ  ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا مﺗﯾ
 كردﻧ ﺎﻧﻧا نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ
 كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫافدﻬﻟ 
 ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
def Def. 
addition 
3.7.1.2 
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our peoples and humanity as a whole. 
46-8 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue with a view to the 
acceleration of independent national economic 
development of our countries for the benefit of 
our peoples and humanity as a whole. 
 ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا
فدﻫ  ﺎﻣدﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ
 نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ ادرطﺿﻣ
 كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫا كردﻧ ﺎﻧﻧا
فدﻬﻟ  ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو ﺎﻧVوﻌﺷ  
indef zero 3.9.1.2 
46-9 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue with a view to the 
acceleration of independent national economic 
development of our countries for the benefit of 
our peoples and humanity as a whole. 
 ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا
 ﺎرﺗﺷﻣ ﺎﻓدﻫﺔﻣﺎﻧﻟا لودﻠﻟ  ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو
ﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ كردﻧ ﺎﻧﻧا نﯾ
 كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫافدﻬﻟ 
 ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
def Def. al- 3.7.1.5 
46-10 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that --
irreversible progress will be made towards new 
forms of cooperation,  
دﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فا
 زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ-- ﺎﻣدﻘﺗ
 نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ ادرطﺿﻣ  
zero zero 3.8.2 
46-11 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of --cooperation,  
 ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا
 ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ
 نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ نوﺎﻌﺗﻟا .ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
zero Def. al- 3.8.2 
46-12 In reaffirming our total support for the objectives 
of the Conference, which constitute a common  ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ
def zero 3.7.1.2 
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goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue  
 كردﻧ ﺎﻧﻧا نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ-
- كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫافدﻬﻟ 
 ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
46-13 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue  
 ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا
مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ  ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا
 كردﻧ ﺎﻧﻧا نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ
 ﺔﻠﺻاوﻣ ﺔﻣﻫاراوﺣ  كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑفدﻬﻟ 
 ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
indef zero 3.9.1.6 
46-14 In reaffirming our total support for the objectives 
of the Conference, which constitute a common 
goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue with a view to the 
acceleration of independent national economic 
development of our countries for the benefit of 
our peoples and humanity as a whole. 
ﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا ﻞ
 ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ
 كردﻧ ﺎﻧﻧا نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ
 كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫافدﻬﻟ 
ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد  ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ
ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو.  
def Def. 
addition 
3.7.1.2 
46-15 while recognizing the importance of the 
continuation of an effective North-South dialogue 
with a view to the acceleration of independent 
national economic development of our countries 
for the benefit of our peoples and humanity as a 
whole. 
 ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا
دﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ ادرطﺿﻣ ﺎﻣ
 كردﻧ ﺎﻧﻧا نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ
 كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫافدﻬﻟ 
 ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
zero zero 3.9.1.5 
46-16 In reaffirming our total support for the objectives 
of the Conference, which constitute a common  ﻞﺷﺗ ﻰﺗﻟا رﻣﺗؤﻣﻟا فادﻫﻻ ﻞﻣﺎﻛﻟا ﺎﻧﻣﻋد دﯾدﺟ نﻣ دؤﻧ ذاو ﺎﻧﻧا
def Def 
through 
3.7.1.2 
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goal for the developing countries, we hope that 
irreversible progress will be made towards new 
forms of cooperation, while recognizing the 
importance of the continuation of an effective 
North-South dialogue with a view to the 
acceleration of independent national economic 
development of our countries for the benefit of 
our peoples and humanity as a whole. 
ﺔﻣﺎﻧﻟا لودﻠﻟ ﺎرﺗﺷﻣ ﺎﻓدﻫ  ادرطﺿﻣ ﺎﻣدﻘﺗ زارﺣا مﺗﯾ نا ﻞﻣﺄﻧ نﺣﻧو
 كردﻧ ﺎﻧﻧا نﯾﺣ ﻰﻓ نوﺎﻌﺗﻟا نﻣ ةدﯾدﺟ لﺎﺷﺄ ﻞﺟﺎﻌﻟا برﻘﻟا ﻰﻓ
 كﻟذو بوﻧﺟﻟاو لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫافدﻬﻟ 
 ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓدﺔﻌﻔﻧﻣ  ﺎﻧVوﻌﺷ
.ءﺎﻌﻣﺟ ﺔﻧﺎﺳﻧﻻاو  
addition 
46-17 While recognizing the importance of the 
continuation of an effective North-South dialogue 
with a view to the acceleration of independent 
national economic development of our countries 
for the benefit of our peoples and humanity as a 
whole. 
ﻓ لﺎﻣﺷﻟا لود نﯾﺑ ءﺎﻧﺑ راوﺣ ﺔﻠﺻاوﻣ ﺔﻣﻫا كردﻧ ﺎﻧﻧا نﯾﺣ ﻰ
 ﻰﻧطوﻟا دﺎﺻﺗﻗﻼﻟ ﺔﻣﻧﺗﻟا ﺔﻠﺟﻋ ﻊﻓد ﻞﺟا نﻣ كﻟذو بوﻧﺟﻟاو
 ﺔﻧﺎﺳﻧﻻاو ﺎﻧVوﻌﺷ ﺔﻌﻔﻧﻣ ﻪﻓ ﺎﻣﻟ ﻞﻘﺗﺳﻣﻟا--.ءﺎﻌﻣﺟ  
indef zero  
47-1 E A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
on flying lessons. 
 مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷنارﯾطﻟا ﺔﻟﺎط  رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو33 
 ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو
ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ ةرﻣ لوﻻ  تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ
 ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ
.نارﯾطﻟا سورد  
indef Def. 
addition 
3.9.1.6 
47-2 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
on flying lessons. 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
ﻣﺎﻋ ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎ
 ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dوةرﺋﺎط مطﺣﺗ ثدﺎﺣ  لوﻻ ﺎﻫدرﻔﻣ
 مﻠﺣﺗ تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ ةرﻣ
 سورد ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ
.نارﯾطﻟا  
indef zero 3.9.1.2 
47-3 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
 ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ
def Def  al- 3.7.7 
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from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
on flying lessons. 
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو
ﻰﻟوﻻا ةرﻣﻠﻟ  ﺑﻗ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞ
 ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ تﻧﺎ
.نارﯾطﻟا سورد  
47-4 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  --Fiona McWilliams, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway 
 ﺔﻠﺋﺎﻋ تﻔﺷ-- رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ
33  رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ
 ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو ﺞﻧر
 ﺎﻫدرﻔﻣﻰﻟوﻻا ةرﻣﻠﻟ  موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ  
zero zero 3.7.1.4 
47-5 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliams, 33, 
from --Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
on flying lessons. 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
 ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ-- رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ
 ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو ﺞﻧر
 ﺎﻫدرﻔﻣﻰﻟوﻻا ةرﻣﻠﻟ ﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ نﺄ ﺔﻠ
 تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ تﻧﺎ ﺎﻧوﯾﻓ
.نارﯾطﻟا سورد ﻰﻠﻋ  
zero zero 3.7.1.4 
47-6 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
on flying lessons. 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
 تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋﺔوﺟ ﺔﻗارﻣ  ﺞﻧر رﺎطﻣ ﻰﻓ
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو
ﻰﻟوﻻا ةرﻣﻠﻟ  تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ
 ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ
.نارﯾطﻟا سورد  
indef zero 3.9.1.2 
47-7 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at --Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
ﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ رﻣ33 
 رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ--
 ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو ﺞﻧر
 ﺎﻫدرﻔﻣﻰﻟوﻻا ةرﻣﻠﻟ  نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ
zero zero 3.7.1.4 
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on flying lessons.  تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ تﻧﺎ ﺎﻧوﯾﻓ
.نارﯾطﻟا سورد ﻰﻠﻋ  
47-8 Fiona McWilliam, 33, from Macclesfield, who was 
an air traffic controller at Ringway, also dreamed 
of becoming an airline pilot and had spent 
hundreds of pounds on flying lessons. 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ33  نﻣ ﺎﻣﺎﻋ
 نﺄ Dو ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑاﻰﻟوﻻا ةرﻣﻠﻟ 
 نﺄ مﻠﺣﺗ تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا عوﻗو ﻞﺑﻗ
 ﺢﺻﺗةرﺋﺎط ةدﺋﺎﻗ  سورد ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو
.نارﯾطﻟا  
indef zero 3.9.1.2 
47-9 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent --hundreds of 
pounds on flying lessons. 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
 ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو
ﻰﻟوﻻا ةرﻣﻠﻟ عوﻗو ﻞﺑﻗ  تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا
 تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ-- ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ
.نارﯾطﻟا سورد  
zero Def 
through 
addition 
3.8.1 
47-10 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of --
pounds on flying lessons. 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
 ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو
ﻰﻟوﻻا ةرﻣﻠﻟ عوﻗو ﻞﺑﻗ  تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا
 تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗتﺎﻬﯾﻧﺟﻟا  ﻰﻠﻋ
.نارﯾطﻟا سورد  
zero al- 3.8.1 
47-11 A student pilot killed in a plane crash had flown 
solo for the first time the day before the accident, 
her family has revealed.  Fiona McWilliam, 33, 
from Macclesfield, who was an air traffic 
controller at Ringway, also dreamed of becoming 
an airline pilot and had spent hundreds of pounds 
 رﻣﻌﻟا نﻣ ﺔﻐﻟﺎﻟاو نارﯾطﻟا ﺔﻟﺎط مﺎﻠو كﺎﻣ ﺎﻧوﯾﻓ ﺔﻠﺋﺎﻋ تﻔﺷ33 
 ﺞﻧر رﺎطﻣ ﻰﻓ ﺔوﺟ ﺔﻗارﻣ تﻧﺎ ﻰﺗﻟاو دﻠﯾﻓ سﻛﺎﻣ ﺔﻧﯾدﻣ نﻣ ﺎﻣﺎﻋ
 ﺎﻫدرﻔﻣ ةررﺋﺎطﻟا مطﺣﺗ ثدﺎﺣ ﻰﻓ ﺎﻬﻔﺗﺣ تﻘﻟ دﻗ مﻬﺗﻧﺑا نﺄ Dو
ﻰﻟوﻻا ةرﻣﻠﻟ عوﻗو ﻞﺑﻗ  تﻧﺎ ﺎﻧوﯾﻓ نﺄ ﺔﻠﺋﺎﻌﻟا تﻓﺎﺿاو موﯾﺑ ثدﺎﺣﻟا
zero Definite 
through 
addition 
3.8.1 
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on --flying lessons.  ﻰﻠﻋ تﺎﻬﯾﻧﺟﻟا تﺎﺋﻣ تﻓرﺻ دﻗو ةرﺋﺎط ةدﺋﺎﻗ ﺢﺻﺗ نﺄ مﻠﺣﺗ
.نارﯾطﻟا سورد  
47-12 She was a passenger in a Cessna 172 which 
crashed in Wales. Pilot Gareth Newton and 
Falklands War veteran Steve Mole, who were at 
the controls, were also killed. 
 تﻧﺎ ﺎﻧوﯾﻓ نا رذﻟﺎ رﯾدﺟﻟاو بﻛار  زارط نﻣ ةرﺋﺎط نﺗﻣ ﻰﻠﻋ
 ﺎﻧﺳﺳ172  ﻰﻘﻟ ﺎﻣو زﻠو ﺔﻌطﺎﻘﻣ ﻰﻓ تﻣطﺣﺗ ﻰﺗﻟاورﺎطﻟا 
 دﻧﻻ كﻟوﻔﻟا برﺣ ﻰﻓ كرﺎﺷ Dذﻟاو لوﻣ ﻒﯾﺗﺳو نﺗوﯾﻧ ثرﺎﺟ
.ﺎﺿا ثدﺎﺣﻟا ﻰﻓ ﺎﻣﻬﻔﺗﺣ  
indef zero 3.9.1.2 
47-13 She was a passenger in a Cessna 172 which 
crashed in Wales. Pilot Gareth Newton and 
Falklands War veteran Steve Mole, who were at 
the controls, were also killed. 
 تﻧﺎ ﺎﻧوﯾﻓ نا رذﻟﺎ رﯾدﺟﻟاو   زارط نﻣ ةرﺋﺎط نﺗﻣ ﻰﻠﻋ بﻛار
ﺎﻧﺳﺳ 172  ﻰﻘﻟ ﺎﻣو زﻠو ﺔﻌطﺎﻘﻣ ﻰﻓ تﻣطﺣﺗ ﻰﺗﻟاورﺎطﻟا 
 دﻧﻻ كﻟوﻔﻟا برﺣ ﻰﻓ كرﺎﺷ Dذﻟاو لوﻣ ﻒﯾﺗﺳو نﺗوﯾﻧ ثرﺎﺟ
.ﺎﺿا ثدﺎﺣﻟا ﻰﻓ ﺎﻣﻬﻔﺗﺣ  
indef zero 3.9.1.5 
47-14 She was a passenger in a Cessna 172 which 
crashed in --Wales. Pilot Gareth Newton and 
Falklands War veteran Steve Mole, who were at 
the controls, were also killed. 
 زارط نﻣ ةرﺋﺎط نﺗﻣ ﻰﻠﻋ  بﻛار تﻧﺎ ﺎﻧوﯾﻓ نا رذﻟﺎ رﯾدﺟﻟاو
 ﺎﻧﺳﺳ172  ﺔﻌطﺎﻘﻣ ﻰﻓ تﻣطﺣﺗ ﻰﺗﻟاو-- و ﻰﻘﻟ ﺎﻣو زﻠرﺎطﻟا 
 دﻧﻻ كﻟوﻔﻟا برﺣ ﻰﻓ كرﺎﺷ Dذﻟاو لوﻣ ﻒﯾﺗﺳو نﺗوﯾﻧ ثرﺎﺟ
.ﺎﺿا ثدﺎﺣﻟا ﻰﻓ ﺎﻣﻬﻔﺗﺣ  
zero zero 3.7.1.4 
47-15 She was a passenger in a Cessna 172 which 
crashed in Wales.  --Pilot Gareth Newton and 
Falklands War veteran Steve Mole, who were at 
the controls, were also killed. 
 زارط نﻣ ةرﺋﺎط نﺗﻣ ﻰﻠﻋ  بﻛار تﻧﺎ ﺎﻧوﯾﻓ نا رذﻟﺎ رﯾدﺟﻟاو
 ﺎﻧﺳﺳ172  ﻰﻘﻟ ﺎﻣو زﻠو ﺔﻌطﺎﻘﻣ ﻰﻓ تﻣطﺣﺗ ﻰﺗﻟاورﺎطﻟا 
 دﻧﻻ كﻟوﻔﻟا برﺣ ﻰﻓ كرﺎﺷ Dذﻟاو لوﻣ ﻒﯾﺗﺳو نﺗوﯾﻧ ثرﺎﺟ
.ﺎﺿا ثدﺎﺣﻟا ﻰﻓ ﺎﻣﻬﻔﺗﺣ  
zero Def  al- 3.7.1.4 
47-16 She was a passenger in a Cessna 172 which 
crashed in Wales. Pilot --Gareth Newton and 
Falklands War veteran Steve Mole, who were at 
the controls, were also killed. 
تﻧﺎ ﺎﻧوﯾﻓ نا رذﻟﺎ رﯾدﺟﻟاو  زارط نﻣ ةرﺋﺎط نﺗﻣ ﻰﻠﻋ  بﻛار
 ﺎﻧﺳﺳ172 ﻠو ﺔﻌطﺎﻘﻣ ﻰﻓ تﻣطﺣﺗ ﻰﺗﻟاو ﻰﻘﻟ ﺎﻣو زرﺎطﻟا --
 دﻧﻻ كﻟوﻔﻟا برﺣ ﻰﻓ كرﺎﺷ Dذﻟاو لوﻣ ﻒﯾﺗﺳو نﺗوﯾﻧ ثرﺎﺟ
.ﺎﺿا ثدﺎﺣﻟا ﻰﻓ ﺎﻣﻬﻔﺗﺣ  
zero zero 3.7.1.4 
47-17 She was a passenger in a Cessna 172 which 
crashed in Wales. Pilot Gareth Newton and --
Falklands War veteran Steve Mole, who were at 
 زارط نﻣ ةرﺋﺎط نﺗﻣ ﻰﻠﻋ بﻛار تﻧﺎ ﺎﻧوﯾﻓ نا رذﻟﺎ رﯾدﺟﻟاو
 ﺎﻧﺳﺳ172  ﻰﻘﻟ ﺎﻣو زﻠو ﺔﻌطﺎﻘﻣ ﻰﻓ تﻣطﺣﺗ ﻰﺗﻟاورﺎطﻟا 
zero Definite 
through 
addition 
3.7.1.4 
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the controls, were also killed.  ﻰﻓ كرﺎﺷ Dذﻟاو لوﻣ ﻒﯾﺗﺳو نﺗوﯾﻧ ثرﺎﺟكﻟوﻔﻟا برﺣ  دﻧﻻ
.ﺎﺿا ثدﺎﺣﻟا ﻰﻓ ﺎﻣﻬﻔﺗﺣ  
48-1 A If --children are to develop and grow into healthy 
and happy people they need food, warmth, shelter 
and love. 
 جﺎﺗﺣلﺎﻔطﻻا  اوﺣﺻو وﻣﻧﯾ ﻰﻛﻟ بﺣﻟاو Dوﺄﻣﻟاو نﺎﻧﺣﻟاو ءاذﻐﻠﻟ
.ءﺎﺣﺻاو ءادﻌﺳ سﺎﻧا  
zero Def  al- 3.8.1 
48-2 If children are to develop and grow into healthy 
and --happy people they need food, warmth, 
shelter and love. 
 اوﺣﺻو وﻣﻧﯾ ﻰﻛﻟ بﺣﻟاو Dوﺄﻣﻟاو نﺎﻧﺣﻟاو ءاذﻐﻠﻟ لﺎﻔطﻻا جﺎﺗﺣ
–سﺎﻧا .ءﺎﺣﺻاو ءادﻌﺳ  
zero zero 3.8.1 
48-3 If children are to develop and grow into healthy 
and happy people they need --food, warmth, 
shelter and love. 
 لﺎﻔطﻻا جﺎﺗﺣءاذﻐﻠﻟ  اوﺣﺻو وﻣﻧﯾ ﻰﻛﻟ بﺣﻟاو Dوﺄﻣﻟاو نﺎﻧﺣﻟاو
سﺎﻧا .ءﺎﺣﺻاو ءادﻌﺳ  
zero Def  al- 3.8.2 
48-4 If children are to develop and grow into healthy 
and happy people they need food, --warmth, 
shelter and love. 
 ءاذﻐﻠﻟ لﺎﻔطﻻا جﺎﺗﺣنﺎﻧﺣﻟاو  اوﺣﺻو وﻣﻧﯾ ﻰﻛﻟ بﺣﻟاو Dوﺄﻣﻟاو
سﺎﻧا  .ءﺎﺣﺻاو ءادﻌﺳ  
Zero Def  al- 3.8.2 
48-5 If children are to develop and grow into healthy 
and happy people they need food, warmth, --
shelter and love. 
 نﺎﻧﺣﻟاو ءاذﻐﻠﻟ لﺎﻔطﻻا جﺎﺗﺣ Dوﺄﻣﻟاو  اوﺣﺻو وﻣﻧﯾ ﻰﻛﻟ بﺣﻟاو
.ءﺎﺣﺻاو ءادﻌﺳ ﺎﺳﺎﻧا  
zero Def  al- 3.8.2 
48-6 These basic needs are normally happily met by --
parents, or other adult caregivers who take on the 
parental role. 
 ةدﺎﻋ ﺎﻬﻧﻣؤﯾ ﺔﺳﺎﺳﻻا تﺎﺟﺎﺗﺣﻻا ﻩذﻬﻓنﯾدﻟاوﻟا  روﻣﻻا ةﻻو وا
ردﺻ ﺔﺎﺣر ﻞ ءﺎﻻا رودﺑ نوﻣوﻘ  نﯾذﻟا  
zero Def  al- 3.8.1 
48-7 These basic needs are normally happily met by 
parents, or other adult caregivers who take on the 
parental role. 
 روﻣﻻا ةﻻو وا نﯾدﻟاوﻟا ةدﺎﻋ ﺎﻬﻧﻣؤﯾ ﺔﺳﺎﺳﻻا تﺎﺟﺎﺗﺣﻻا ﻩذﻬﻓ
 رودﺑ نوﻣوﻘ  نﯾذﻟاءﺎﻻا ردﺻ ﺔﺎﺣر ﻞ  
def Def  al- 3.7.1.3 
48-8 --Children are vulnerable and completely 
dependent on their parents to meet their needs. لﺎﻔطﻻا مﻬﺗﺎﺟﺎﺗﺣا ﺔﺑﻠﺗ ﻰﻓ مﻬﺋﺑا ﻰﻠﻋ ﺎﻠ نودﻣﺗﻌو ءﺎﻔﻋ  
zero Def  al- 3.8.1 
48-9 Children can be neglected because their parents 
put their own interests first or because their 
parents have to cope with --difficult experiences 
such as divorce or bereavement. 
 نوﻣدﻘ مﻬﺋﺎا نا بﺑﺳ لﺎﻔطﻻا لﺎﻣﻫا مﺗﯾ نا نﻣﻣﻟا نﻣ
ﻟ نوﺿرﻌﺗﯾ مﻬﻧا وا ﻻوا ﺔﺻﺎﺧﻟا  مﻬﺗﺎﻣﺎﻣﺗﻫاتﺎوﻌﺻ  ﻞﺛﻣ ﺔﻣﺟ
ا  وا قﻼطﻟاﺎﻣﻫدﺣﻻ ةﺎﻓوﻟ.  
zero zero 3.8.1 
48-10 Children can be neglected because their parents 
put their own interests first or because their 
parents have to cope with difficult experiences 
 نوﻣدﻘ مﻬﺋﺎا نا بﺑﺳ لﺎﻔطﻻا لﺎﻣﻫا مﺗﯾ نا نﻣﻣﻟا نﻣ
وا ﻻوا ﺔﺻﺎﺧﻟا  مﻬﺗﺎﻣﺎﻣﺗﻫا  ﻞﺛﻣ ﺔﻣﺟ تﺎوﻌﺻﻟ نوﺿرﻌﺗﯾ مﻬﻧا
zero Def  al- 3.8.2 
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such as --divorce or bereavement. قﻼطﻟا  واﻟاةﺎﻓو ﺎﻣﻫدﺣﻻ.  
48-11 Children can be neglected because their parents 
put their own interests first or because their 
parents have to cope with difficult experiences 
such as divorce or-- bereavement. 
 نوﻣدﻘ مﻬﺋﺎا نا بﺑﺳ لﺎﻔطﻻا لﺎﻣﻫا مﺗﯾ نا نﻣﻣﻟا نﻣ
 ﻞﺛﻣ ﺔﻣﺟ تﺎوﻌﺻﻟ نوﺿرﻌﺗﯾ مﻬﻧا وا ﻻوا ﺔﺻﺎﺧﻟا  مﻬﺗﺎﻣﺎﻣﺗﻫا
 وا قﻼطﻟاﻟاةﺎﻓو ﻻ.ﺎﻣﻫدﺣ  
zero Def  al- 3.8.2 
49-1 E Most people tend to take a holiday at least once a 
year; for some people it is almost a duty.  عﺎﺗﻣﺗﺳﻻا ﻰﻟا سﺎﻧﻟا ضﻌ ﻞﯾﻣةزﺎﺟﺎ  ﻰﻓ ﻞﻗﻻا ﻰﻠﻋ ةدﺣاو ةرﻣ.Dرورﺿ رﻣا وﻬﻓ رﺧﻻا ضﻌﻠﻟ ﺔﺳﻧﻟﺎو ﺔﻧﺳﻟا  
indef zero 3.9.1.2 
49-2 Most people tend to take a holiday at least once a 
year; for some people it is almost a duty.  ﻰﻓ ﻞﻗﻻا ﻰﻠﻋ ةدﺣاو ةرﻣ ةزﺎﺟﺎ عﺎﺗﻣﺗﺳﻻا ﻰﻟا سﺎﻧﻟا ضﻌ ﻞﯾﻣﺔﻧﺳﻟا .Dرورﺿ رﻣا وﻬﻓ رﺧﻻا ضﻌﻠﻟ ﺔﺳﻧﻟﺎو  
indef Def  al- 3.9.1.5 
49-3 Most people tend to take a holiday at least once a 
year; for some people it is almost a duty.  ﻰﻓ ﻞﻗﻻا ﻰﻠﻋ ةدﺣاو ةرﻣ ةزﺎﺟﺎ عﺎﺗﻣﺗﺳﻻا ﻰﻟا سﺎﻧﻟا ضﻌ ﻞﯾﻣ وﻬﻓ رﺧﻻا ضﻌﻠﻟ ﺔﺳﻧﻟﺎو ﺔﻧﺳﻟا Dرورﺿ رﻣا.  
indef zero 3.9.1.5 
49-4 Due to the highest standard of living, people 
especially from the developed countries, do not 
hesitate to spend large amounts of money on the 
pleasure of having a break far from their 
permanent residence. 
 ﺔﺟﯾﺗﻧوﺔﺷﻌﻣﻟا Dوﺗﺳﻣﻟ  لودﻟا نﻣ ﺔﺻﺎﺧ سﺎﻧﻟا نﺎﻓ ﻊﻔﺗرﻣﻟا
 ﻰﻠﻋ لوﺻﺣﻟا ﺔﻐ ﺔﻠﺋﺎط لاوﻣا قﺎﻔﻧا ﻰﻓ نوددرﺗﯾ ﻻ ةروطﺗﻣﻟا
.ةدﻣﺗﻌﻣﻟا مﻬﻧﻛﺎﺳﻣ نﻛﺎﻣا نﻋ ادﯾﻌ ﺔﻌﺗﻣﻟا  
def Definite 
through 
addition 
3.7.1.2 
49-5 Due to the highest standard of living, --people 
especially from the developed countries, do not 
hesitate to spend large amounts of money on the 
pleasure of having a break far from their 
permanent residence. 
 نﺎﻓ ﻊﻔﺗرﻣﻟا ﺔﺷﻌﻣﻟا Dوﺗﺳﻣﻟ ﺔﺟﯾﺗﻧواسﺎﻧﻟ  لودﻟا نﻣ ﺔﺻﺎﺧ
 ﻰﻠﻋ لوﺻﺣﻟا ﺔﻐ ﺔﻠﺋﺎط لاوﻣا قﺎﻔﻧا ﻰﻓ نوددرﺗﯾ ﻻ ةروطﺗﻣﻟا
.ةدﻣﺗﻌﻣﻟا مﻬﻧﻛﺎﺳﻣ نﻛﺎﻣا نﻋ ادﯾﻌ ﺔﻌﺗﻣﻟا  
zero Def al- 3.8.1 
49-6 Due to the highest standard of living, people 
especially from the developed countries, do not 
hesitate to spend large amounts of money on the 
pleasure of having a break far from their 
permanent residence. 
 نﻣ ﺔﺻﺎﺧ سﺎﻧﻟا نﺎﻓ ﻊﻔﺗرﻣﻟا ﺔﺷﻌﻣﻟا Dوﺗﺳﻣﻟ ﺔﺟﯾﺗﻧو لودﻟا
ةروطﺗﻣﻟا  ﻰﻠﻋ لوﺻﺣﻟا ﺔﻐ ﺔﻠﺋﺎط لاوﻣا قﺎﻔﻧا ﻰﻓ نوددرﺗﯾ ﻻ
ﻌﺗﻣﻟا.ةدﻣﺗﻌﻣﻟا مﻬﻧﻛﺎﺳﻣ نﻛﺎﻣا نﻋ ادﯾﻌ ﺔ  
def Def  al- 3.7.1.5 
49-7 Due to the highest standard of living, people 
especially from the developed countries, do not 
hesitate to spend --large amounts of money on the 
pleasure of having a break far from their 
permanent residence. 
 لودﻟا نﻣ ﺔﺻﺎﺧ سﺎﻧﻟا نﺎﻓ ﻊﻔﺗرﻣﻟا ﺔﺷﻌﻣﻟا Dوﺗﺳﻣﻟ ﺔﺟﯾﺗﻧو
 قﺎﻔﻧا ﻰﻓ نوددرﺗﯾ ﻻ ةروطﺗﻣﻟاﺔﻠﺋﺎط لاوﻣا  ﻰﻠﻋ لوﺻﺣﻟا ﺔﻐ
.ةدﻣﺗﻌﻣﻟا مﻬﻧﻛﺎﺳﻣ نﻛﺎﻣا نﻋ ادﯾﻌ ﺔﻌﺗﻣﻟا  
zero zero 3.8.1 
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49-8 Due to the highest standard of living, people 
especially from the developed countries, do not 
hesitate to spend large amounts of money on the 
pleasure of having a break far from their 
permanent residence. 
دﻟا نﻣ ﺔﺻﺎﺧ سﺎﻧﻟا نﺎﻓ ﻊﻔﺗرﻣﻟا ﺔﺷﻌﻣﻟا Dوﺗﺳﻣﻟ ﺔﺟﯾﺗﻧو لو
 ﺔﻠﺋﺎط لاوﻣا قﺎﻔﻧا ﻰﻓ نوددرﺗﯾ ﻻ ةروطﺗﻣﻟالوﺻﺣﻟا ﺔﻐ  ﻰﻠﻋ
.ةدﻣﺗﻌﻣﻟا مﻬﻧﻛﺎﺳﻣ نﻛﺎﻣا نﻋ ادﯾﻌ ﺔﻌﺗﻣﻟا  
def Def 
through 
addition 
3.7.1.2 
49-9 Due to the highest standard of living, people 
especially from the developed countries, do not 
hesitate to spend large amounts of money on the 
pleasure of having a break far from their 
permanent residence. 
 لودﻟا نﻣ ﺔﺻﺎﺧ سﺎﻧﻟا نﺎﻓ ﻊﻔﺗرﻣﻟا ﺔﺷﻌﻣﻟا Dوﺗﺳﻣﻟ ﺔﺟﯾﺗﻧو
 ﻰﻠﻋ لوﺻﺣﻟا ﺔﻐ ﺔﻠﺋﺎط لاوﻣا قﺎﻔﻧا ﻰﻓ نوددرﺗﯾ ﻻ ةروطﺗﻣﻟا
ﺔﻌﺗﻣﻟا .ةدﻣﺗﻌﻣﻟا مﻬﻧﻛﺎﺳﻣ نﻛﺎﻣا نﻋ ادﯾﻌ  
indef Def  al-- 3.7.1.2 
49-10 --Travel agencies and tourism companies have 
capitalized on this trend; they display 
advertisements and attractive pictures, and offer 
affordable prices with the aim of enticing more 
people to travel the world on holiday. 
 Dدا ﺎﻣﻣ تﻻﺎوﺑرﻔﺳﻟا  اذﻫ ﻰﻓ رﺎﻣﺛﺗﺳﻻا ﻰﻟا ﺔﺣﺎﺳﻟاو
 رﺎﻌﺳا نوﻣدﻘو ﺔاذﺟﻟا روﺻﻟاو تﺎﻧﺎﻋﻻا نوﺿرﻌ مﻬﻓ,لﺎﺟﻣﻟا
 لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ فدﻬﻟ ﺔرﻐﻣ
.مﻟﺎﻌﻟا  
zero Definite 
through 
addition 
3.8.1 
49-11 Travel agencies and -- tourism companies have 
capitalized on this trend; they display 
advertisements and attractive pictures, and offer 
affordable prices with the aim of enticing more 
people to travel the world on holiday. 
 و رﻔﺳﻟا تﻻﺎوﺑ Dدا ﺎﻣﻣﺔﺣﺎﺳﻟا  اذﻫ ﻰﻓ رﺎﻣﺛﺗﺳﻻا ﻰﻟا
ﻣﻟا رﺎﻌﺳا نوﻣدﻘو ﺔاذﺟﻟا روﺻﻟاو تﺎﻧﺎﻋﻻا نوﺿرﻌ مﻬﻓ,لﺎﺟ
 لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ فدﻬﻟ ﺔرﻐﻣ
.مﻟﺎﻌﻟا  
zero Definite 
through 
addition 
3.8.1 
49-12 Travel agencies and tourism companies have 
capitalized on this trend; they display --
advertisements and attractive pictures, and offer 
affordable prices with the aim of enticing more 
people to travel the world on holiday. 
 اذﻫ ﻰﻓ رﺎﻣﺛﺗﺳﻻا ﻰﻟا ﺔﺣﺎﺳﻟاو رﻔﺳﻟا تﻻﺎوﺑ Dدا ﺎﻣﻣ
 نوﺿرﻌ مﻬﻓ,لﺎﺟﻣﻟاتﺎﻧﻼﻋﻻا  رﺎﻌﺳا نوﻣدﻘو ﺔاذﺟﻟا روﺻﻟاو
ﯾﺛﻛﻟا بذﺟ فدﻬﻟ ﺔرﻐﻣ لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ ر
.مﻟﺎﻌﻟا  
zero Def  al-- 3.8.1 
49-13 Travel agencies and tourism companies have 
capitalized on this trend; they display 
advertisements and --attractive pictures, and offer 
affordable prices with the aim of enticing more 
people to travel the world on holiday. 
 اذﻫ ﻰﻓ رﺎﻣﺛﺗﺳﻻا ﻰﻟا ﺔﺣﺎﺳﻟاو رﻔﺳﻟا تﻻﺎوﺑ Dدا ﺎﻣﻣ
 تﺎﻧﻼﻋﻻا نوﺿرﻌ مﻬﻓ,لﺎﺟﻣﻟاروﺻﻟاو  رﺎﻌﺳا نوﻣدﻘو ﺔاذﺟﻟا
 لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ فدﻬﻟ ﺔرﻐﻣ
.مﻟﺎﻌﻟا  
zero Def  al- 3.8.1 
49-14 Travel agencies and tourism companies have 
capitalized on this trend; they display ﻰﻟا ﺔﺣﺎﺳﻟاو رﻔﺳﻟا تﻻﺎوﺑ Dدا ﺎﻣﻣ  اذﻫ ﻰﻓ رﺎﻣﺛﺗﺳﻻا
zero zero 3.8.1 
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advertisements and attractive pictures, and offer -
-affordable prices with the aim of enticing more 
people to travel the world on holiday. 
 نوﻣدﻘو ﺔاذﺟﻟا روﺻﻟاو تﺎﻧﻼﻋﻻا نوﺿرﻌ مﻬﻓ,لﺎﺟﻣﻟارﺎﻌﺳا 
 لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ فدﻬﻟ ﺔرﻐﻣ
.مﻟﺎﻌﻟا  
49-15  With the aim of enticing more people to travel 
the world on holiday. فدﻬﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ .مﻟﺎﻌﻟا لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ  
def Def 
through 
addition 
3.7.1.2 
49-16 Travel agencies and tourism companies have 
capitalized on this trend; they display 
advertisements and attractive pictures, and offer 
affordable prices with the aim of enticing more 
people to travel the world on holiday. 
ا ﻰﻟا ﺔﺣﺎﺳﻟاو رﻔﺳﻟا تﻻﺎوﺑ Dدا ﺎﻣﻣ اذﻫ ﻰﻓ رﺎﻣﺛﺗﺳﻻ
 رﺎﻌﺳا نوﻣدﻘو ﺔاذﺟﻟا روﺻﻟاو تﺎﻧﻼﻋﻻا نوﺿرﻌ مﻬﻓ,لﺎﺟﻣﻟا
 لوﺣ تازﺎﺟﻻا ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ فدﻬﻟ ﺔرﻐﻣ
مﻟﺎﻌﻟا.  
def Def  al- 3.7.1.3 
49-17 the aim of enticing more people to travel the 
world on-- holiday.  ءﺎﺿﻘﻟ رﻔﺳﻠﻟ سﺎﻧﻟا نﻣ رﯾﺛﻛﻟا بذﺟ فدﻬﻟتازﺎﺟﻻا .مﻟﺎﻌﻟا لوﺣ  
zero Def  al- 3.8.12 
49-18 --Holidaymakers tend to travel to tropical and 
coastal towns   ﻞﯾﻣحﺎﺳﻟا  ﺔﻠﺣﺎﺳﻟاو ﺔﺋاوﺗﺳﻻا ندﻣﻟا ﻰﻟا رﻔﺳﻟا ﻰﻟا  
zero Def  al- 3.8.1 
49-19 Holidaymakers tend to travel to --tropical and 
coastal towns   ﻰﻟا رﻔﺳﻟا ﻰﻟا حﺎﺳﻟا ﻞﯾﻣﺔﺋاوﺗﺳﻻا ندﻣﻟا  ﺔﻠﺣﺎﺳﻟاو  
zero Def  al-- 3.8.1 
49-20 Holidaymakers tend to travel to tropical and 
coastal towns where they can enjoy --permanent 
sunshine, beaches and extensive forest areas. 
 ثﯾﺣ ﺔﻠﺣﺎﺳﻟاو ﺔﺋاوﺗﺳﻻا ندﻣﻟا ﻰﻟا رﻔﺳﻟا ﻰﻟا حﺎﺳﻟا ﻞﯾﻣ
 عﺎﺗﻣﺗﺳﻻا مﻬﻧﻣسﻣﺷﻟا ﺔﻌﺷﺎ  تﺎﺎﻐﻟا Pطﺎﻧﻣو ﺊطاوﺷﻟاو
.ﺔﻔﺛﻛﻟا  
zero Definite 
through 
addition 
3.8.2 
49-21 Holidaymakers tend to travel to tropical and 
coastal towns where they can enjoy permanent 
sunshine, --beaches and extensive forest areas. 
 ثﯾﺣ ﺔﻠﺣﺎﺳﻟاو ﺔﺋاوﺗﺳﻻا ندﻣﻟا ﻰﻟا رﻔﺳﻟا ﻰﻟا حﺎﺳﻟا ﻞﯾﻣ
 سﻣﺷﻟا ﺔﻌﺷﺎ عﺎﺗﻣﺗﺳﻻا مﻬﻧﻣﺊطاوﺷﻟاو  تﺎﺎﻐﻟا Pطﺎﻧﻣو
.ﺔﻔﺛﻛﻟا  
zero Def  al- 3.8.1 
50-1 A Another harmful effect of --tourism is the damage 
it causes to the environment.  ﺔﺋﯾﺳﻟا تارﯾﺛﺄﺗﻟا نﻣﺔﺣﺎﺳﻠﻟ .ﺔﺋﯾﺑﻠﻟ ﻪﺑﺳﺗ Dذﻟا ررﺿﻟا وﻫ  
zero Def  al- 3.8.2 
50-2 Another harmful effect of tourism is the damage it 
causes to the environment.  وﻫ ﺔﺣﺎﺳﻠﻟ ﺔﺋﯾﺳﻟا تارﯾﺛﺄﺗﻟا نﻣررﺿﻟا .ﺔﺋﯾﺑﻠﻟ ﻪﺑﺳﺗ Dذﻟا  
def Def  al- 3.7.1.2 
50-3 Another harmful effect of tourism is the damage it 
causes to the environment.  ﻪﺑﺳﺗ Dذﻟا ررﺿﻟا وﻫ ﺔﺣﺎﺳﻠﻟ ﺔﺋﯾﺳﻟا تارﯾﺛﺄﺗﻟا نﻣﺔﺋﯾﺑﻠﻟ.  
def Def  al- 3.7.1.3 
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50-4 The Mediterranean Sea has one of the dirtiest 
coastlines in the world.  ﻞﺣاوﺳ رﺑﺗﻌﺗﺳوﺗﻣﻟا رﺣﻟا .مﻟﺎﻌﻟا ﻰﻓ ﺎﺗوﻠﺛ ﻞﺣاوﺳﻟا رﺛﻛا دﺣا  
def Def  al- 3.7.1.5 
50-5 The Mediterranean Sea has one of the dirtiest 
coastlines in the world.  رﺛﻛا دﺣا ﺳوﺗﻣﻟا رﺣﻟا ﻞﺣاوﺳ رﺑﺗﻌﺗﻞﺣاوﺳﻟا .مﻟﺎﻌﻟا ﻰﻓ ﺎﺗوﻠﺛ  
def Def  al- 3.7.1.6 
50-6 The Mediterranean Sea has one of the dirtiest 
coastlines in the world.  ﻰﻓ ﺎﺗوﻠﺛ ﻞﺣاوﺳﻟا رﺛﻛا دﺣا ﺳوﺗﻣﻟا رﺣﻟا ﻞﺣاوﺳ رﺑﺗﻌﺗمﻟﺎﻌﻟا.  
def Def  al- 3.7.1.3 
50-7 Tens of  --millions of tons of oil, industrial waste, 
chemicals and sewage are pumped into the sea 
every year. 
 تارﺷﻋنﯾﯾﻼﻣﻟا  ﺔﻋﺎﻧﺻﻟا تﺎﺎﻔﻧﻟاو توزﻟا نﻣ نﺎﻧطﻻا نﻣ
.ﺎوﻧﺳ رﺣﻟا ﻰﻓ ﻰﺣﺻﻟا فرﺻﻟاو ﺔﺋﺎﻣﻛﻟاو  
zero Def  al- 3.8.1 
50-8 Tens of millions of --tons of oil, industrial waste, 
chemicals and sewage are pumped into the sea 
every year. 
 نﻣ نﯾﯾﻼﻣﻟا تارﺷﻋنﺎﻧطﻻا  ﺔﻋﺎﻧﺻﻟا تﺎﺎﻔﻧﻟاو توزﻟا نﻣ
.ﺎوﻧﺳ رﺣﻟا ﻰﻓ ﻰﺣﺻﻟا فرﺻﻟاو ﺔﺋﺎﻣﻛﻟاو  
zero Def  al- 3.8.1 
50-9 Tens of millions of tons of --oil, industrial waste, 
chemicals and sewage are pumped into the sea 
every year. 
 نﻣ نﺎﻧطﻻا نﻣ نﯾﯾﻼﻣﻟا تارﺷﻋتوزﻟا  ﺔﻋﺎﻧﺻﻟا تﺎﺎﻔﻧﻟاو
.ﺎوﻧﺳ رﺣﻟا ﻰﻓ ﻰﺣﺻﻟا فرﺻﻟاو ﺔﺋﺎﻣﻛﻟاو  
zero Def  al- 3.8.2 
50-10 Tens of millions of tons of oil, --industrial waste, 
chemicals and sewage are pumped into the sea 
every year. 
 توزﻟا نﻣ نﺎﻧطﻻا نﻣ نﯾﯾﻼﻣﻟا تارﺷﻋﺔﻋﺎﻧﺻﻟا تﺎﺎﻔﻧﻟاو 
.ﺎوﻧﺳ رﺣﻟا ﻰﻓ ﻰﺣﺻﻟا فرﺻﻟاو ﺔﺋﺎﻣﻛﻟاو  
zero Def  al- 3.8.2 
50-11 Tens of millions of tons of oil, industrial waste, 
chemicals and --sewage are pumped into the sea 
every year. 
 ﺔﻋﺎﻧﺻﻟا تﺎﺎﻔﻧﻟاو توزﻟا نﻣ نﺎﻧطﻻا نﻣ نﯾﯾﻼﻣﻟا تارﺷﻋ
 ﺔﺋﺎﻣﻛﻟاوفرﺻﻟاو .ﺎوﻧﺳ رﺣﻟا ﻰﻓ ﻰﺣﺻﻟا  
zero Def  al- 3.8.2 
50-12 Tens of millions of tons of oil, industrial waste, 
chemicals and sewage are pumped into the sea 
every year. 
 ﺔﻋﺎﻧﺻﻟا تﺎﺎﻔﻧﻟاو توزﻟا نﻣ نﺎﻧطﻻا نﻣ نﯾﯾﻼﻣﻟا تارﺷﻋ
 ﻰﻓ ﻰﺣﺻﻟا فرﺻﻟاو ﺔﺋﺎﻣﻛﻟاورﺣﻟا .ﺎوﻧﺳ  
def Def  al- 3.7.1.1 
50-13 Even if --oil escapes from ships many miles out at 
sea, the currents send everything in towards the 
coast. 
 برﺳﺗﯾ ﺎﻣدﻧﻋ ﻰﺗﺣتوزﻟا  نﺎﻓ رﺣﻟا ﻰﻓ ةدﯾدﻋ لﺎﻣا نﻔﺳﻟا نﻣ
.ﻞﺣﺎﺳﻟا ﻩﺎﺟﺗا ﻰﻓ ﻰﺷ ﻞ ﻊﻓدﺗ تارﺎﺗﻟا  
zero Def  al- 3.8.2 
50-14 Even if oil escapes from --ships many miles out at 
sea, the currents send everything in towards the 
coast. 
 نﻣ توزﻟا برﺳﺗﯾ ﺎﻣدﻧﻋ ﻰﺗﺣنﻔﺳﻟا  نﺎﻓ رﺣﻟا ﻰﻓ ةدﯾدﻋ لﺎﻣا
.ﻞﺣﺎﺳﻟا ﻩﺎﺟﺗا ﻰﻓ ﻰﺷ ﻞ ﻊﻓدﺗ تارﺎﺗﻟا  
zero Def  al- 3.8.1 
50-15 Even if oil escapes from ships many miles out at --
sea, the currents send everything in towards the 
coast. 
 ﻰﻓ ةدﯾدﻋ لﺎﻣا نﻔﺳﻟا نﻣ توزﻟا برﺳﺗﯾ ﺎﻣدﻧﻋ ﻰﺗﺣرﺣﻟا  نﺎﻓ
ﻟا.ﻞﺣﺎﺳﻟا ﻩﺎﺟﺗا ﻰﻓ ﻰﺷ ﻞ ﻊﻓدﺗ تارﺎﺗ  
zero Def  al- 3.8.12 
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50-16 Even if oil escapes from ships many miles out at 
sea, the currents send everything in towards the 
coast. 
 نﺎﻓ رﺣﻟا ﻰﻓ ةدﯾدﻋ لﺎﻣا نﻔﺳﻟا نﻣ توزﻟا برﺳﺗﯾ ﺎﻣدﻧﻋ ﻰﺗﺣ
تارﺎﺗﻟا .ﻞﺣﺎﺳﻟا ﻩﺎﺟﺗا ﻰﻓ ﻰﺷ ﻞ ﻊﻓدﺗ  
def Def  al- 3.7.1.3 
50-17 Even if oil escapes from ships many miles out at 
sea, the currents send everything in towards the 
coast. 
 نﺎﻓ رﺣﻟا ﻰﻓ ةدﯾدﻋ لﺎﻣا نﻔﺳﻟا نﻣ توزﻟا برﺳﺗﯾ ﺎﻣدﻧﻋ ﻰﺗﺣ
 ﻩﺎﺟﺗا ﻰﻓ ﻰﺷ ﻞ ﻊﻓدﺗ تارﺎﺗﻟاﻞﺣﺎﺳﻟا.  
def Def  al- 3.7.1.3 
50-18 It piles up around the shores and causes diseases 
like typhoid, dysentery, hepatitis and cholera.  لوﺣ مﻛارﺗﺗ ﺎﻬﻧاﻰطاؤﺷﻟا  دوﻔﺗﻟا دﺑﻛﻟا بﺎﻬﺗﻟا ﻞﺛﻣ ضارﻣا بﺑﺳﺗو ارﯾﻟوﻛﻟاو رﺎﺣزﻟاو 
def Def  al- 3.7.1.3 
50-19 It piles up around the shores and causes diseases 
like-- typhoid, dysentery, hepatitis and cholera.  دﺑﻛﻟا بﺎﻬﺗﻟا ﻞﺛﻣ ضارﻣا بﺑﺳﺗو ﻰطاؤﺷﻟا لوﺣ مﻛارﺗﺗ ﺎﻬﻧادوﻔﺗﻟا ارﯾﻟوﻛﻟاو رﺎﺣزﻟاو 
zero Def  al- 3.8.8 
50-20 It piles up around the shores and causes diseases 
like typhoid, --dysentery, hepatitis and cholera.  دوﻔﺗﻟا دﺑﻛﻟا بﺎﻬﺗﻟا ﻞﺛﻣ ضارﻣا بﺑﺳﺗو ﻰطاؤﺷﻟا لوﺣ مﻛارﺗﺗ ﺎﻬﻧارﺎﺣزﻟاو ارﯾﻟوﻛﻟاو 
zero Def  al- 3.8.8 
50-21 It piles up around the shores and causes diseases 
like typhoid, dysentery, hepatitis and --cholera.  دوﻔﺗﻟا دﺑﻛﻟا بﺎﻬﺗﻟا ﻞﺛﻣ ضارﻣا بﺑﺳﺗو ﻰطاؤﺷﻟا لوﺣ مﻛارﺗﺗ ﺎﻬﻧا رﺎﺣزﻟاوارﯾﻟوﻛﻟاو 
zero Def  al- 3.8.8 
51-1 E For children troubled with incontinence of urine at 
--night 
 
 ﻰﻓ Dداراﻻا لوﯾﺗﻟا نﻣ نوﻧﺎﻌ نﯾذﻟا لﺎﻔطﻼﻟﻞﯾﻠﻟا.  zero Def al- 3.8.6 
52-1 E We can’t have what I planned for --breakfast?  ﺔﺟوﻟ ﻪﻟ ﺎﻧﻧططﺧ ﺎﻣ لوﺎﻧﺗ ﺎﻧﻧﻣ ﻻرﺎطﻓﻻا؟  zero Def al- 3.8.7 
52-2 This recipe requires --butter and I do not have any.  ضﻌ ﺔﻔﺻوﻟا بﻠطﺗﺗةدVزﻟا .دVز ﺎﻧﯾدﻟ سﻟو  zero Def al- 3.8.2 
52-3 Let’s go out for --lunch with your wife Jane? ؟نﯾﺟ كﺗﺟوز ﻊﻣ ءاذﻐﻟا لوﺎﻧﺗﻟ بﻫذﻧ ﺎﻧﻋد  zero Def al- 3.8.7 
52-4 Let’s go out for lunch with your wife --Jane? ؟نﯾﺟ كﺗﺟوز ﻊﻣ ءاذﻐﻟا لوﺎﻧﺗﻟ بﻫذﻧ ﺎﻧﻋد  zero zero 3.7.1.4 
52-5  No, she is busy. She is having --lunch with the 
manager of her office. .ﺎﻬﺑﺗﻣ رﯾدﻣ ﻊﻣ ءاذﻐﻟا لوﺎﻧﺗﺗﺳ ﺎﻬﻧﻻ ﺎﻧﻌﻣ بﺎﻫذﻟا ﻊطﺗﺳﺗ ﻻ  
zero Def al- 3.8.7 
52-6 No, she is busy. She is having lunch with the 
manager of her office. .ﺎﻬﺑﺗﻣ رﯾدﻣ ﻊﻣ ءاذﻐﻟا لوﺎﻧﺗﺗﺳ ﺎﻬﻧﻻ ﺎﻧﻌﻣ بﺎﻫذﻟا ﻊطﺗﺳﺗ ﻻ  
def Def 
through 
addition 
3.7.1.2 
53-1 E I was in --bed with the flu last night.  ﻰﻓ تﻧررﺳﻟا ﺔﺿﺎﻣﻟا ﺔﻠﯾﻠﻟا ازﻧوﻠﻔﻧﻻﺎ ﺎﺎﺻﻣ  zero Def al- 3.8.11 
53-2 I was in bed with the flu last night.  ﺎﺎﺻﻣ ررﺳﻟا ﻰﻓ تﻧازﻧوﻠﻔﻧﻻﺎ ﺔﺿﺎﻣﻟا ﺔﻠﯾﻠﻟا  def Def al- 3.8.8 
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53-3 How did you pass the time?  تﯾﺿﻣا ﻒﯾتﻗوﻟا؟  def Def al- 3.7.1.3 
53-4 I listened to the radio a lot.  ﻰﻟا تﻌﻣﺗﺳاوﯾدارﻟا .ارﯾﺛ  def Def al- 3.7.7 
54.1 E  I went to --bed last night.  ﻰﻟا تﺑﻫذررﺳﻟا .ﺔﺿﺎﻣﻟا ﺔﻠﯾﻠﻟا مﺎﻧﻻ  zero Def al- 3.8.11 
54-2 I lay awake at … night.  ﻒﺻﺗﻧﻣ ﻰﻘﻠﺗﺳﻣ تﯾﻘﻞﯾﻠﻟا.  zero def 3.8.6 
54-3 Finally I decided to go early in the morning and 
buy it.  ﻰﻓ بﻫذا نا تررﻗ ارﯾﺧاوحﺎﺻﻟا ﻪرﺗﺷاو  
def Def 3.8.6 
55-1 E I go to town by bus and come back by --train.  دوﻋاو ﺔﻠﻓﺎﺣﻟﺎ ةدﻠﺑﻟا ﻰﻟا بﻫذارﺎطﻘﻟﺎ. zero Def al- 3.8.4 
55-2  Last week we were at-- town.  ﻰﻓ ﺎﻧ ﻰﺿﺎﻣﻟا عوﺑﺳﻻاةدﻠﺑﻟا.  zero def 3.8.10 
55-3 We performed an experiment to see how rust 
forms on metal.  ﺎﻧﻣﻗﺔVرﺟﺗﺑ .ندﺎﻌﻣﻟا ﻰﻠﻋ أدﺻﻟا ﻞﺷﺗ ﺔﻔﻛﻟ  
indef zero 3.9.1.2 
55-4 An experiment to see how --rust forms on metal.  ﻞﺷﺗ ﺔﻔﻛﻟ ﺔVرﺟﺗﺑ ﺎﻧﻣﻗأدﺻﻟا .ندﺎﻌﻣﻟا ﻰﻠﻋ  zero Def al- 3.8.2 
55-5 An experiment to see how rust forms on --metal.  ﻰﻠﻋ أدﺻﻟا ﻞﺷﺗ ﺔﻔﻛﻟ ﺔVرﺟﺗﺑ ﺎﻧﻣﻗندﺎﻌﻣﻟا.  zero Def al- 3.8.2 
55-6 We dipped pieces of iron in water and left them 
for half an hour.  ﻒﺻﻧﻟ مﻫﺎﻧرﺗو ءﺎﻣﻟا ﻰﻓ دﯾدﺣﻟا نﻣ ﻊطﻗ سطﻐ ﺎﻧﻣﻗﺔﻋﺎﺳ.  
indef zero 3.9.1.5 
55-7 An alloy is a mixture of metals. .ندﺎﻌﻣﻟا نﻣ ﻠﺧ ﻰﻫ ﺔﺑﺳﻟا  indef Def al- 3.9.1.2 
56-1 A --Students are asked to pay their fees before the 
beginning of the term.  ﻰﻠﻋﺔﻠطﻟا .ﻞﺻﻔﻟا ﺔادﺑ ﻞﺑﻗ ﺔﺳاردﻟا موﺳرﻟا ﻊﻓد نﯾﯾﻧﻌﻣﻟا 
zero def 3.8.10 
56-2 Students are asked to pay their fees before the 
beginning of the term.  ﺔادﺑ ﻞﺑﻗ ﺔﺳاردﻟا موﺳرﻟا ﻊﻓد نﯾﯾﻧﻌﻣﻟا ﺔﻠطﻟا ﻰﻠﻋ.ﻞﺻﻔﻟا 
def Def 
through 
addition 
3.7.1.2 
57-1 A He attended --dinner in honor of Minister.  رﺿﺣءﺎﺷﻋ .رزوﻟا فرﺷ ﻰﻠﻋ  zero zero  
57-2 What would you like for --breakfast? Eggs or 
cheese? A tea or a coffee?  ﺔﺟوﻟ بﻏرﺗ اذﺎﻣرﺎطﻓﻻا ؟نﺑﺟﻟا ضﻌ ما ضﺑﻟا ضﻌ  ؟ Dﺎﺷ ؟ةوﻬﻗ وا  
zero Def al- 3.8.7 
57-3 What would you like for breakfast? Eggs or 
cheese? A tea or a coffee?  ؟نﺑﺟﻟا ضﻌ ما ضﺑﻟا ضﻌ  ؟رﺎطﻓﻻا ﺔﺟوﻟ بﻏرﺗ اذﺎﻣDﺎﺷ ؟ةوﻬﻗ وا  
indef zero 3.8.2 
57-4 What would you like for breakfast? Eggs or 
cheese? A tea or a coffee?  Dﺎﺷ ؟نﺑﺟﻟا ضﻌ ما ضﺑﻟا ضﻌ  ؟رﺎطﻓﻻا ﺔﺟوﻟ بﻏرﺗ اذﺎﻣ واةوﻬﻗ؟  
indef zero 3.8.2 
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57-5 Could you pass the salt, please?                                                                ررﻣﺗﺑ ﺢﻣﺳﺗ ﻞﻫﺢﻠﻣﻟا .كﻠﺿﻓ نﻣ  def Def al- 3.7.1.3 
57-6 It was --nice breakfast.  ﻪﻧارﺎطﻓا .ﻊﺋار  zero zero 3.8.2 
57-7 Now will you please help clear the table?                                               ﻒﯾظﻧﺗ ﻰﻓ ﻰﻧدﻋﺎﺳﺗ ﻞﻫ .كﻟذ عﺎﻣﺳﻟ ةرورﺳﻣﺔﻟوﺎطﻟا؟  def Def al- 3.7.1.3 
58-1 A --Summer is the warmest season  ﻞﺻﻓﻒﯾﺻﻟا  ﻰﻓدﻻا ﻞﺻﻔﻟا وﻫ  zero Def al- 3.8.5 
58-2 Summer is the warmest season, but the summer 
of 1971 was usually cool.  ﻞﺻﻔﻟا وﻫ ﻒﯾﺻﻟا ﻞﺻﻓﻰﻓدﻻا  مﺎﻋ ﻒﯾﺻ نا ﻻا1971  نﺎ .ﻼﻠﻗ درﺎ  
def Def al- 3.7.1.6 
58-3 Summer is the warmest season, but the summer 
of 1971 was usually cool.  نا ﻻا ﻰﻓدﻻا ﻞﺻﻔﻟا وﻫ ﻒﯾﺻﻟا ﻞﺻﻓﻒﯾﺻ  مﺎﻋ1971  نﺎ .ﻼﻠﻗ درﺎ  
def zero 3.8.5 
59-1 E The Philadelphia which Mr. Johnson knows so well 
is a heritage of colonial times.  ناﺎﻔﻟدﻼﻓ .لﻼﺗﺣﻻا تﺎﻗوا نﻣ تارﺛ نوﺳﻧوﺟ دﯾﺳﻟا ﺎﻬﻓرﻌ ﻰﺗﻟا  
def zero 3.7.1.2 
59-2 The Philadelphia which Mr. --Johnson knows so 
well is a heritage of colonial times.  دﯾﺳﻟا ﺎﻬﻓرﻌ ﻰﺗﻟا ﺎﻔﻟدﻼﻓ نا نوﺳﻧوﺟ .لﻼﺗﺣﻻا تﺎﻗوا نﻣ تارﺛ  
zero zero 3.7.1.4 
59-3 The Philadelphia which Mr. Johnson knows so well 
is a heritage of colonial times.  نوﺳﻧوﺟ دﯾﺳﻟا ﺎﻬﻓرﻌ ﻰﺗﻟا ﺎﻔﻟدﻼﻓ ناتارﺛ .لﻼﺗﺣﻻا تﺎﻗوا نﻣ  
indef zero 3.9.1.2 
59-4 The Philadelphia which Mr. Johnson knows so well 
is a heritage of --colonial times.  نﻣ تارﺛ نوﺳﻧوﺟ دﯾﺳﻟا ﺎﻬﻓرﻌ ﻰﺗﻟا ﺎﻔﻟدﻼﻓ نالﻼﺗﺣﻻا تﺎﻗوا.  
zero Def 
through 
addition 
3.8.1 
60-1 E We will go to --Paris at Christmas.  ﻰﻟا بﻫذﻧﺳسرﺎ .دﻼﻣﻟا ﻰﻓ  zero zero 3.7.1.4 
60-2 We will go to Paris at --Christmas.  ﻰﻓ سرﺎ ﻰﻟا بﻫذﻧﺳدﻼﻣﻟا.  zero Def al- 3.7.14 
60-3 We booked the tickets three months in advance.  ﺎﻧزﺟﺣرﻛاذﺗﻟا .رﻬﺷا ﺔﺗﻼﺛ دﻧﻣ def Def al- 3.7.1.3 
60-4 My relatives will be here during the Christmas.   دﯾﻋ ﻰﻓ ﺎﻧﻫ ﻰVرﺎﻗا اوﻧﺎدﻼﻣﻟا.  def Def al- 3.7.1.4 
60-5 Thirteen. I should buy --milk.  ضﻌ Dرﺗﺷا نا بﺟﯾ .رﺷﻋ ﺔﺗﻼﺛ.بﯾﻠﺣﻟا  zero Def al- 3.8.2 
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